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PREFACE

The International Yearbook on Teacher Education is a source of global expertise.
It provides the reader with a review of current research and innovative programs and
practices viewed from an international perspective and offered to improve the quality
of teacher education worldwide. The papers and recommendations selected for
publication in this 1996 volume are the product of the 43 ICET World Assembly,
hosted by The Jordanian Ministry of Higher Education, The Jordanian Ministry of
Education, The National Center for Human Resources Development, and the
Jordanian Public Universities under the patronage of His Majesty, King Hussein bin
Talal.

To develop this volume, ICET invited eminent educators from Africa; Asia and
the Pacific; Europe; the Middle East; South America; Central America and the
Caribbean to address the World Assembly Theme: Teacher Education and School
Reform. The Theme recognized that improving the quality of education is every
nation’s best development strategy and that improving the quality preparation of a
nation’s teachers through continuous reform of educational institutions and basic and
secondary education policies and curricula is the best pain and the best process to
achieve educational excellence and national prosperity.

The World Assembly Theme was supported by plenary sessions and researched-
. based paper presentations focusing on four Topics:

Topic One

Enhancing Values in School Reform to promote democratic values and practices;
develop a democratic pedagogy of school renewal; build a school community; orient
school personnel towards planned change; and enhance teaching and learning
effectiveness.

Topic Two

Fostering Partnerships in School Reform between schools and universities; within
professional development schools; between professional and public schools; and
between centers of educational development and public schools.

Topic Three

Preparing Teachers for School Reform through innovations in pre-service teacher
education and their likely impact on schools; the role of commitment, empowerment

and reflection; and the role of assessment and student support.

Topic Four

Capitalizing of International Collaboration for School Reform by identifying national,
regional and international efforts for achieving school reform; and enhancing

(xix)



international networking and collaborative research and development strategies for
systemic reform.
Education leaders from Jordan, the United States, the United Kingdom, Switzerland,
and Brunei Darussalam were invited as World Assembly keynote and plenary
speakers. Their research and analysis comprise PART 1, II, and III of this volume.

In PART 1V, academic papers are organized by one of the four topics they address.
PART V of this volume includes the World Assembly Communiqué, a synthesis of the
salient ideas, issues and policy recommendations presented and deliberated at the
1996 World Assembly.

This  volume outlines key issues confronting educators and suggests successful
strategies and practices for educators to model in pursuit of quality teacher education

and school reform on the local , national, and international level.

Nelly Aleotti Maia
1996 ICET President

18 .
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INTRODUCTION

The 43" ICET World Assembly was held in Amman, Jordan, December
16-21, 1996 under the patronage of His Majesty King Hussein bin Talal.
His Royal Highness Crown Prince El-Hasan bin Talal has presided as
World Assembly Chairman and delivered the Keynote Frank H. Klassen
lecture. The Assembly was hosted by the Ministry of Higher Education
and the Ministry of Education, as well as Jordanian Public Universities,
and the National Center for Human Resources Development.

Participants in the Assembly, who come from 46 countries, were
scholars, practitioners, and administrators from universities, colleges,
departments, and institutes of education, as well as government agencies
and professional organizations.

The 1996 World Assembly theme titled “Teacher Education and School
Reform” has addressed a major problem that confronts many school
systems on the national, regional, and international levels.

Within the framework of the theme, four topics have been focused on
by the plenary and concurrent sessions of the conference. The four topics
were as follows

Enhancing Values in School Reform.

Fostering Partnerships in School Reform.

Preparing Teachers for School Reform.

Capitalizing on International Collaboration for school Reform.

BN~

Those submitting papers for concurrent sessions were requested to
write about research studies and programs addressing one of these topics.
Over one hundred papers were presented and discussed in the concurrent
sessions. Rapporteurs of all sessions were requested to take notes and
conclude all papers presented in the sessions for the purpose of writing the
final World Assembly report and recommendations.

Professor Victor Billeh
~ Professor Kamal Dawani

13
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MESSAGE OF WELCOME

We in the Hashemite Kingdom of Jordan have always prioritized human resource
development. Though our country is rich in heritage, geographically central and a
good example of political moderation, stability and democratization, its natural and
material resources are somewhat limited. This is why, for decades, we have invested in
and developed to the best of our ability the skills of our Jordanian citizens.

We believe our educational system can prepare and qualify our young people to
serve, participate and contribute in the best way they can. We take pride in this system
which, from the start, has been dynamic, progressive and reliable.

However, we are always open to new ideas, and we therefore welcome with great
enthusiasm the convening of the 43 World Assembly of the International Council on
Education for Teaching (ICET) in Jordan.

Since the dawn of human civilization, teachers have been the carriers of the torch of
knowledge, freedom and welfare of mankind. Schools are the .site of most of our
formative experiences. We must do all we can to empower teachers and bring about the
necessary reforms to make the school environment more congenial to learning.

We therefore look forward to hearing education officials, scholars and teachers
debate their views on the ever crucial, though somewhat elusive, question of teacher
education and school reform. We welcome your fresh perspectives and we hope the
various debates will translate into concrete suggestions which all countries can
implement and benefit from.

Thanks to conferences like these, humanity is getting a lot closer to the objective of
high quality education for all. We feel privileged and honored to host this important
assembly and we are confident that the views which will be exchanged in Amman will
make a difference.

We welcome all the participants from the region and beyond to Jordan and wish you
success in your noble endeavor: :

El Hassan bin Talal

Crown Prince of the Hashemite Kingdom of Jordan
December 1996.

0
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MESSAGE OF WELCOME

On behalf of the Board of Directors and Trustees of the International Council on
Education for Teaching (ICET), we welcome you and commend your participation at
this pivotal 43 World Assembly, convening in Amman, Hashemite Kingdom of
Jordan, December 16-21, 1996.

The 1996 World Assembly theme recognizes that improving the quality of education
is every nation’s best development strategy and that improving the quality preparation
of a nation’s teachers through continuous reform of educational institutions and basic
and secondary education policies and curricula is the best plan and the best process to
achieve educational excellence and national prosperity.

It is auspicious that Jordan’s visionary leaders have invited ICET to convene this
historical forum to crystallize a ten-year government program, launched in 1987, to
systemically reform the quality of education. The Hashemite Kingdom of Jordan is
distinguished by its traditional policy emphasis on education for development.

Through His Majesty King Hussein bin Talal’s great wisdom, unique leadership and
personal dedication to education, participation in education and literacy rates in the
Hashemite Kingdom of Jordan are among the highest, and the Jordanian teacher is
among the very finest in the region.

The World Assembly Chariman, His Royal Highness Crown Prince El-Hassan bin
Talal, has contributed tirelessly to the cause of education. As an exceptional educator
and intellectual, His Royal Highness has designed and implemented school projects of
outstanding and far-reaching impact on educational excellence in the Hashemite
Kingdom of Jordan.

And you, the World’s leading education practitioners, scholars, administrators, and
policymakers, are the global instruments of reform.

ICET welcomes and pays tribute to this exercise in international partnership.

Together you will examine and discuss national and international research,
programs, and strategies which enable teacher education and schools to respond
effectively to development needs. This World Assembly provides the opportunity for
you to share ideas of innovative practices and successful programs in an atmosphere of
mutual benefit and cooperation.

To enlist the resources of the world’s education leaders in an ongoing partnership to
raise educational quality, ICET is establishing at this World Assembly, a Consortium
Jor International Cooperation on Teacher Education Policy whose mission is to:

). Plan a World Education Policy Forum for the deliberation of policy issues,
trends, and innovations in teacher education to be convened annually at the ICET
World Assembly; and to
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2. Develop International Standards of Excellence for the preparation of teachers.

Your collaborative input to educational reform is the best plan to achieve global
educational excellence and prosperity.

Nelly Aleotti Maia
ICET President

Sandra J. Klassen
ICET Executive Director

December 1996
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Opening Remarks
Dr. Abdullah Nsour
Minister of Higher Education
(Hashemite Kingdom of Jordan)

Your Majesty King Hussein bin Talal

Your Royal Highness Crown Prince El-Hassan bin Talal
Your Excellency President of ICET

Your Excellencies

Ladies and Gentlemen

It is with great honor and pleasure that I stand in your midst today to express both
my joy and pride in addressing this distinguished international academic gathering
which has brought together from the various parts of the globe a group of outstanding
education leaders. It gives me true happiness to convey to you Jordan's feeling of
gratitude and appreciation for being privileged to host the forty-third Assembly of the
International Council on Education for Teaching (ICET). While I congratulate the ICET
on its choice of "Teacher Education and School Reform" as a theme for the conference,
allow me also to assure you that The Hashemite Kingdom of Jordan fully understands
the deep implications of the theme as well as the responsibilities entailed in hosting such
an Assembly in this particular place and at this particular point in time.

As for the place, Jordan, represented by its wise leadership, has realized from the
start that education is the key to social and economic development. Indeed, education
and development are faces of the same coin, for both aim at the advancement,
prosperity, and happiness of man.

On the basis of this essential premise, Jordan has, for the past three decades, devoted
a great deal of attention to education and made it a national priority. Quantitatively,
education has expanded beyond all expectations. The number of those going to school in
the Kingdom has totaled a million and a quarter, out of the four million inhabitants of
the country in other words, 33% of the entire population. And this is one of the highest
ratios in the world. The enrollment rates of students in elementary school, middle
school, and senior secondary school are almost 100% 90%, and 70% respectively. These
are among the highest in the Middle East Region, and are equal to those which are to be
found in the most advanced countries. This quantitative expansion is not limited to
general education; it extends to encompass the universities and community colleges. At
present, we have twenty universities (seven public and thirteen private) as well as fifty
community colleges. According to the same report, the total number of students
currently enrollee at universitics and community colleges is about one hundred
thousand. This makes Jordan occupy the third place development institutionally after
The United States and Sweden, with respect to enrollment in higher educational
institutions.

Timewise, the convening of this international educational assembly comes at a
moment when Jordan is implementing its 10-year Educational Reform Plan
(1990-1999) which focuses on revising the input, processes, and output of the Jordanian
educational system, upon the completion of its quantitative expansion by the end of the
90s. It is no mere coincidence that your assembly has chosen to debate the subject of
teacher education and school reform at a time when the Educational Development Plan
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in Jordan has made the teacher and school education one of its fundamental components.
Jordan shares with your assembly the concern over the status of the teacher and school
reform, on the premise that the teacher is a fundamental part of the educational system, a
vital element in the realization of educational objectives, and a comerstone in
educational development and reform. The social, economic, and political changes and
the revolution in science and technology at the international, regional, and national
levels have made it a necessity for the teacher to perform new roles and face new
challenges, especially since the twenty-first century is fast approaching. Jordan also
agrees fully with you that it is in the end a teacher fully trained and prepared through the
various teacher education institutions who will determine the quality of education which
leamers receive. It goes without saying then that the success of the educational process
and the skillful realization of its goals depend on the role carried out by the teacher in
the school itself. Since teaching is a profession and a craft, like other professions and
crafts, the teacher’s fulfillment of his’her role stems directly from the degree of
effectiveness which teacher education programs enjoy and the ability of such programs
to endow the teacher with the necessary qualifications required by the nature of his/her
mission.

I am fully confident that this assembly will greatly enrich our experience with
education here in The Hashemite Kingdom of Jordan. We shall learn a lot from you,
and we wholeheartedly believe in the saying that the whole world is now-- due to the
revolution in communications, information, computers, and satellites-- a small global
village indeed.

El-Hussein 's Jordan, which embraces firmly His Majesty 's slogan “The citizen is
our most valuable asset”, possesses a staunch belief that the development of human
resources exceeds ten-fold, in terms of its ultimate value, the development of material
resources. Jordan looks forward to enriching its educational experience through hosting
and participating in (this), this gathering and to shouldering its leadership role in
educational development throughout the whole region. There is no place in the world of
the twenty-first century except for those countries whose educational systems excel and
distinguish themselves. And such distinction and excellence will be brought about only
through excelling and d1stmgu1shed teachers.

Allow me on this occasion to recall with you the tenth recommendation of the First
National Conference for Educational Reform which was held in Amman in 1987
concerning teacher training and qualification. The recommendation stressed the creation
of advanced types of teacher-education programs, the reconsideration of existing ones,
and the constant training of teachers. The recommendation also called for the upgrading
of teacher’s performance in service through reliable certification programs designed to
cater to the needs of all teachers with tile aim of enhancing their academic as well as
moral values. Emphasis is placed on enriching their experience, updating their methods
of teaching, and deepening their skills. In addition, the recommendation underscored the
creation of legislation to consolidate the profession and enable it to occupy a
competitive status amidst the other professions as well as the reassessment of the
profession 's requirements, specifying the Bachelor 's degree plus a diploma in education
as the minitnum requirement for teaching.

Finally, in the name of the National Committee of this World Assembly and on
behalf of the The Hashemite Kingdom of Jordan, I extend my sincerest thanks and
deepest appreciation to the International Council on Education for Teaching (ICET) for
taking the initiative to hold this assembly, which is comprised of a distinguished group
of experts from all over the world, in Amman . Jordan's appreciation for the important
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role which ICET shoulders is reflected not only in Jordan's active participation in this
conference here but in all the functions and conferences which ICET holds abroad

I wish your conference great success in achieving its aspirations and goals, and I
welcome you in the hospitable Kingdom of Jordan, the land of history and civilization--
the society of democracy, pluralism, and peace.

Peace be upon you all.
(or Wassalamu Alaykum Warahmatu Allah Wabarakatuh)
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43 ICET World Assembly - Amman, Jordan
1996
Opening remarks

Nelly Aleotti Maia.
President

With the permission of His Royal Highness Prince Hassan we shall deliver these
brief Frostings and opening remarks to the 43 ICET World Assembly.

In the first place we wish to extend our greatest thanks end express our warmest
gratitude to His Royal Highness and His Majesty King Hussein for honoring us with
opening and patronizing this important gathering. His Majesty has given to education in
the Hashemite Kingdom of Jordan a great deal of time and has lent it His direct personal
attention and support. The results of Such vision and dedication are known to people not
only in your part of the world but in the world at large. The Jordanian teachers are
among the very best and finest in the region, due to His constant care and
encouragement, and the Jordanian students are receiving solid' challenging and effective
education throughout the country Including the remotest erects. The results on the
ground reflect great wisdom and unique leadership.

We are also greatly honored and privileged to have His Royal Highness Crown
Prince Hassan preside over the Assembly. His Royal Highness, throughout His
illustrious career, has contributed tirelessly to the cause of education. Not only is he
himself an intellectual educator, and man of great vision, but the various idea he
translated into reality and the various projects within the realm of schooling he brought
into existence are telling examples of how one can best Improve education In one's
country.

In the second place we wish, as the President of ICET, to extend our welcome to the
participants of this World Assembly and share some thoughts on teacher education with

" them.

In ancient times scholars conceived the world as compose of many concentric
spheres: one with air, one with SunMoon and stars and so on, Though we know that
geographically or cosmographically Such representation of the world is not correct it is
still valid if we relate it to Mankind in life and action.

In fact, we live in different spheres: our family, our nation, our religion, our position,
our profession.

But, it on one hand these spheres may be totally independent and even never touch
each other, on the Other hand, there is one sphere that comprehends all others: it is
education. Education encompasses family, country, religion, work. It is the great sphere
that transcends, goes beyond all sectors of human activity. It is the basis and aim of
Mankind. One needs education to build a family, to work, to grasp spiritual values and
to live abiding by moral standards. Education turns a biological organism into a human
being. And a human being is someone who is able to live adequately in any of the
spheres we mentioned and, moreover, one who Is capable of choosing, of selecting the
right values and of living coherently with these choices.

But, it is also an evident truth that education is not something that happens
spontancously, or takes piece as a simply natural phenomenon. It needs care, work,
insight, dedication. The human being is not a rock or a piece of wood. We are living and
all that lives needs care. A flower may spring from a plant, but a beautiful garden needs



a gardener. To educate people educators are needed and educators need to be formed,
ICET is the only and unique organization dealing with teacher education regardless of
nationality, political systems different languages and styles of living. It circles on the
great sphere. And this World Assembly is happening in an ancient part of the world, on
a cradle of civilization, where History has its cultural roofs with the oldest cities known.
And where there is a city there is education. So here is also a place where education
started.

In the coming days, with the generous hospitality of His Majesty and the support of
the educational authorities of Jordan (to whom we extend our deepest gratitude) we shall
honor this site. We shall once more discuss, debate, exchange experiences on teacher
education.

Let us work and face the challenge.
Thank you
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ICET Distinguished Fellow Award
1996 Recipient: His Royal Highness, Crown Prince
El-Hassan bin Talal of the Hashemite Kingdom of Jordan

The ICET Board of Directors established the Distinguished Fellow
Award to recognize outstanding leadership in international education.
The title of Distinguished Fellow of the International Council on
Education for Teaching, honoris cause, is conferred upon individuals
who have made significant achievements in their national arenas and
substantial contributions to international education which have been
emulated or adopted by the education community worldwide. The award
ceremony takes place during the annual World Assembly.

His Royal Highness has played a fundamental role in initiating and
sustaining National Jordanian Development plans. Over the past two
decades, His Royal Highness has personally founded a large number of
educational and scientific institutions, which epitomize his vision. His
Royal Highness has always shown and practiced his enthusiasm for
reform with unwavering focus on human values and multi-culturalism.
His Royal Highness's relentless efforts in learning from the experience
of Jordanian schools first hand, and his persistence in attending working
sessions of committees was instrumental in putting a comprehensive and
coherent Ten years Educational Reform Programme for Jordan.
Moreover, His Royal Highness was the initiator of the "New
International Humanitarian Order", and the founder and co-chairperson
of the Independent Commission on International Humanitarian issues.
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ICET Distinguished Fellow Award 4
1996 Recipient: His Excellency, Ali Mohamed Fakhro

The ICET Board of Directors established the Distinguished Fellow
Award to recognize outstanding leadership in international education.
The title of Distinguished Fellow of the International Council on
Education for Teaching, honoris cause, is conferred upon individuals
who have made significant achievements in their national arenas and
substantial contributions to international education which have been
emulated or adopted by the education community worldwide. The award
ceremony takes place during the annual World Assembly.

Dr. Fakhro played an effective and daring role in his country, the
Arab world and the international arena, in the field of health as a
Minister of Health, and in the field of education as a Minister of
Education. In his country, he brought about radical, progressive and total
reforms in both fields: examples are the establishment of a modern
network of primary health care, the founding of a college of health
sciences, the founding of a regional school of medicine, the
establishment of a national university and a regional university, the
reduction of illiteracy from 25% to 8% in 10 years, the adoption of a
credit hour system at secondary schools, and the training of thousands of
teachers as part of professionalization of education in his country.

At the regional level and international level, he advocated in both
fields, policies that were progressive, humanitarian, coordinated, and
always within the advocacy of equity and justice especially for women
and the marginalized. Accordingly, he was a member of numerous
national, regional, and international committees, boards of trustees and
conferences.
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TEACHER EDUCATION AND SCHOOL REFORM
IN A CHANGING WORLD

Key Note Speech

"Frank H. Klassen Lecture"
of
His Royal Highness
Crown Prince El Hassan bin Talal
* to the Forty - Third (ICET World Assembly)

Amman, Jordan - December 16, 1996

Dr. NellyMaia - ICET President

Your Excellencies Ministers of Higher Education, Education, and Culture
Distinguished Chairs and Members of the Board of Trustees and Board of
Directors

Distinguished Education and Business Leaders

Ladies and Gentlemen

On behalf of His Majesty the King, who today is opening a conference including the
participation of leading political figures of political parties in the Arab world, at the
same time as the opening of this conference on education. Let me say, that in the
division of responsibilities, I have got the better deal. I hope, that in the caricature image
of politicians the world over, that they too will be singing "a better life for you and for
me" and not a better life for me and for me. However, I have a double duty to perform
today - a keynote speech. By the time I have finished with it and with you, it will
probably sound more like a turnkey speech and I am not here to present turnkey
solutions as well as a lecture - The Frank H. Klassen Lecture, celebrating the memory of
a man who has had considerable impact on international teacher education and
educational opportunities for countless, thousands of men, women and children.

I would like to say that in this Middle East region, the Arab world, West Asian,
Middle East North Africa region - however you define it - you come to Jordan which is
in a sense a linchpin’a hub geopolitically, of a region where past legacies, future visions,
nagging fears and promising hopes will hopefully melt in what we sometimes describe
as a melting pot. Conflicting interest, unifying forces of national states, however -
particularly in these few days as you visit Amman, are still in a state of agitation with
the dynamics of peace making and peace building in a state of perpetual transition for
the better, we hope.

There are forward-looking forces who are leading the way towards a global society,
a global economy and other groups and vested interests, who remain within the cycle of
violence that has plagued the region for far too long. We must not allow the forces of
restraint on the idea of one world, on the idea of a universal ethic, to be taken too
seriously, if we are to participate in the end of this millennium and the beginning of the
21st century in a shared agenda, a shared universal education, which should and can be,
a force in itself for positive change.
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We speak of this region as a cradle of civilisation. We speak of the Holy Land of
Abraham receiving a covenant from God, where Moses, Jesus Christ and the Prophet
Muhammad spread their message of peace and faith, and yet unless and until we can
develop a shared commitment to universal values, to universal ethics, it is going to be
very difficult to speak to the young, to educate in the context of shared obligations, in
the context of shared demonstrable commitment to a canon of ethics in which peace
making can develop in itself, into the culture that it rightly is, by the definition of
believers whomsoever and wheresoever they may be. I think that the term of Confucius
comes to mind when he says "When you see a worthy person, endeavour to emulate
him; when you see an unworthy person, then examine your inner self"'. We are here to
exchange views. We are proud of our respective cultural heritages and we are here to
say to those, who believe in the clash of civilisations, that we can examine our inner self
and that we can avoid the perpetuation of crash and confrontation and move towards
scenarios of reconciliation in shared values, in shared absolutes between the young - the
hope for the future.

Our investment in education is recognised as an investment in human resource
development. This country abounds in human resources, with a vast potential for
development. Human capital is highly valued and its focus is upon the wholesome
development of values, knowledge, skills, altitudes and beliefs, in a society which in a
few short decades has moved from early beginnings to sharing in global education and
in a society which prides itself on hundreds of thousands, if not millions, of migrants in
the first world. We have enabled our people to become productive contributors to a
global community as well as to a regional community. In a global village and indeed in
certain instances, in a global city.

We speak of global economy, however, which in a sense is a cliché. It is a
euphemism, a polite way of saying, "Yes, we do share in a global village and yet, I think
that in a sense here, we need to discuss disparity, disparity of standards, disparity
achievement and I hope that a day will come where the interchange of teachers and
educators in a school here, or in a school in Brazil, can be a normal progression, not
south/south or south/north or characterised by some other cliché, but a normal
communication of human values and a shared commitment to the absolute of education.

Since our inception as a modern state, our efforts have been tireless in eradicating
illiteracy providing education to all citizens, a quantitative measure if you will, of the
economic commitment to human resource development. That these efforts have borne
fruit is clear. By the time the World Declaration of Education For All was sounded in
Thailand in 1990, Jordan had achieved impressive enrolment rates of 98% for children
up to the age of 12 and 80% for the 12-18 age group. The educational system provided
free end compulsory education for all children up to the age of 15, which was extended
to the age of 16 in 1990 under the educational reform plan. I would just like to remind
you that in 1990 Jordan received 1.5 million refugees; 300,000 or so who remained in
Jordan. We had to find 78,000 school seats for children in the elementary school alone,
in a few short months. We had been hoping to remove -the two- shift system in
education totally and the social impact of the Gulf crisis and the Gulf war in itself was
one of the major retarding elements in our education reform programme. However, the
student/teacher ratio in Jordan is 20 compared to 30 for the world and 18 for the
industrial countries. ,

The rapid expansion of the educational system, for reasons including compulsory
mass migration, has eroded quality. Although it effectively served Jordan's needs during
the sixties and seventies, it was losing its momentum in the rapidly changing social and
economic conditions in both the country and the region.
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During that same period, there was a new level of educational awareness worldwide,
about the importance of qualitative education, not only for the development of the
individual, but also for the development and progress of national economies throughout
the world. Many countries have exerted a great deal of effort and money on educational
reform. For Jordan, the time and conditions were ripe to set in motion the wheels of
far-reaching educational reform.

Afier several years of ecffort to prepare a solid foundation, we launched a
comprehensive educational reform plan in 1987. It was designed to restructure its basic
and secondary educational system to meet the educational challenges of our rapidly
changing world.

However, let me point very clearly that there is a missing link between
macroeconomics indicators and the feelings of the people who have negative sentiments
towards those macroeconomic achievements. There are several reasons for these
negative sentiments. Some could be explained by looking at the published indicators
from a different angle. Some could be explained by facts, solutions - let us look more at
supply and demand to address the subject of employment more directly. Others could be
explained by further investigating and looking at other specific indicators concerning
social development.

This country spends 14% of its budget - more than 4.5% of its GDP on education --
which is an acceptable level even in industrialised countries. On the other hand, a major
problem that Jordan is facing is the fact that the growth of population has been high -
three major mass migrations of refugees.. The population increased from 2.8 million in
1987 to 4.2 million in 1995 (an average of 5.5%). The Jordanian Government is
continuously facing the issue of balancing between restructuring its economy and
improving services to its population, including the refugees who also enjoy the subsidies
paid by the Government. Jordan spends an annual $300 million on refugees (1.2 million
registered refugees in 1995) and we feel that it is our responsibility to further improve
the social conditions and what is more important, the social productivity of our
population comprehensively on a non-discriminatory basis.

Ladies and Gentlemen:

Today's societies expect education in the absolute to be the primary driving force in
social and economic progress. Our industries, for example, expect to improve the quality
of their products so as to qualify for ISO 9000 and 14000, for environment and
hopefully for human environment and subsequently to reach international markets
beyond the region. But they cannot achieve this objective unless their education and
training institutions place the highest emphasis on quality in education and training,
ensuring that the good work done in the earlier years of general education consolidated
with the final product that can play a vital and relevant role in human resource
development.

The revolution in communication and information technologies plays its part in
forcing the education and training systems to set aside traditional ways and means of
providing education and training and adopting state-of-the-art, effective and modern
methods and practices. I wish I could communicate all of this with a paper-tree lecture,
but somebody wants the paper for after the lecture. But as with this lecture, this is not a
one-shot event, but a continuous process. In addition to constant upgrading of quality,
educational establishments of all hues must expand their activities to provide for
continuing education and life-long learning.



Education is the key to human development and a major means of human resource
development. However, it does not take place in isolation from the efforts exerted by
other sectors - inter-related sectors: social, cultural, economic as well as political.

Given the linkages and interactions between human resource development and the
policies and activities of other sectors, the extent to which developmental efforts will
succeed in achieving their goals would be determined largely by the policy nexus in
which education and training systems are designed.

Jordan has attempted to adjust promptly to the combined forces of both latent and
sudden changes caused mainly by extraneous factors in the normal course of its
development, as I have mentioned earlier.

We have committed ourselves to striking a balance between natural and human
resources to achieve sustainable development of national economy. In fact our national
information system juxtaposes human resource development, natural resource
development and economic indicators.

Structural changes in the market economy accompanied by concurrent changes in
social and demographic structures recent developments in the agricultural, health and
industrial sectors have demanded a bold and dynamic policy for human resource
development.

The United Nations Development Programme has developed a measure for human
development - the human development index which takes into account many social,
cultural, educational and health factors among other things. As a result, many countries,
including this region have started issuing their own national human development reports
based on human development indicators that they feel are appropriate.

Concerned and specialised agencies in Jordan have prepared a human resource
development strategy. This strategy takes into consideration, in conjunction with the
labour market demands, age and geographical distribution. I am talking about a
commitment for over a decade with those teachers and their students and schools all
over Jordan and I am trying to bring the regional to the global by saying once again, that
if we want to move from education as an absolute value from screw-driver industries
and sub-standard products, to a specialised labour force in a country that produces, in
the context of international agreements with European Union for example, with the
WTO, we need to move from the substitution industries on which we concentrated in the
70s and 80s. In the nineties, we are emphasising export-oriented industries and all these
factors, require the human resource development, constantly vigilant, dynamic and
adaptable and ready to change the demands of the employment markets in all sectors of
the nation as well as regional economies.

The prime objective of educational reform in Jordan is to enhance student
achievement by improving educational quality and school effectiveness and to increase
the relevance of education to current needs and future challenges, facing the country in
the regional and the global context. We conceptualise quality in education in terms of
forward-looking, all-embracing human, social, cultural and spiritual values,
accompanied by a responsible understanding of relevant global issues. Upgrading
educational quality thus requires creating learning environments that foster not only
knowledge but also attitudes, values and skills required for living a meaningful and
productive life in an increasingly complex and rapidly-changing world.

Of necessity, this requires teaching-learning processes that create awareness, foster
understanding and appreciation of the inter-dependent, interactive nature of a
contemporary world. Global issues related to human rights, conflicts, environmental
degradation, ecological imbalance, social and economic inequities, diverse values and
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beliefs of different communities, respect of the other, need to be sympathetically
understood, appraised, and resolved with justice, equanimity and humanity.

To respond to the changing needs of a changing world, schools must reform their
educational structure, and teachers must acquire new knowledge, skills and attitudes to
provide quality education. Schools and teachers should create learning climates that
inspire students to reflect upon and openly discuss real problems and issues facing them,
their communities, their countries, their regions, and humanity at large. They should be
able to encourage students to find alternative solutions and communicate their
preferences in a sensitive and humane way.

This would involve transforming conventional schools and classrooms into dynamic
creative environments that provide for constructive inter-personal communication,
problem-solving and consensual decision-making. Consensual, Ladies and Gentlemen,
we speak of future, not of government, but of governance, not of government and
parliament end judiciary, but of civic society, of a consensual interaction which should
start in embryo, in dialogue in schools. Schooling must generate teaching-learning
processes that facilitate the development of critical thinking tempered by humanitarian
values, as well as scientific and artistic creativity, social responsibility and effective
communication skills. Educational environment must be conducive to promoting such
personal characteristics and we are highly individualistic people, as well as contributing
to a shared group ethic. Therefore a positive self-concept, self-confidence, tolerance for
divergent views, understanding and appreciation of diverse cultural values, beliefs and
social practices, sensitivity to the feelings of others and above all, respect for human
rights, freedom, dignity and respect for the integrity of the global environment and
ecology, must be sustained. Sensitivity expressed by these children must be sustained
through university campus life, where our young students, boys and girls, segregated as
they are after the hours of university education, retire to their home, switch on the
television and become experts on the day to day politics of this troubled region. We
need greater emphasis on positive contribution and extra activities, if we are to build the
citizen of tomorrow. A

Education does not take place in a vacuum. It takes place in the social, economic,
cultural, and religious contexts of communities. Learning, therefore, that has no bearing
on the real lives of people is barren. Learning is valued for its practical applications.

This idéa is not new. John Dewy described instruction that did not relate to problems
"already stirring in the child's experience” as "worse than useless". Let us all find the
child in ourselves and contemplate this dictum. Let us all take the other a little more
seriously and ourselves a little less seriously. The current and imminent challenges that
we face call upon the global educator community to prepare teachers to impart learning
that would have practical applications to the real lives of ordinary men and women in a
rapidly changing world. A world of shrinking space, of information superhighways, of
mindboggling multimedia technologies, of biotechnologies whose yet unknown
potential offers prospects which are as dangerous as they are thrilling. People in the 21st
century will live under economic, social, cultural and technological conditions unknown
to us. To cope with novel problems, future citizens will have to be equipped with
appropriate knowledge, skills and capabilities. To produce such citizens, teachers and
the education system needs to undergo drastic changes.

We need innovative teaching and learning methodologies, alternative education
delivery systems tailored to fit, not teachers' conceptions (or misconceptions) of what
learners need, although by all means I would like to say further participation - hands-on
participation, but the actual individual needs of the various types of learners. Not only
does the role of teachers need to be redefined to allow more room for the student to
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function, manouvre and move freely, but the teacher's own personality is a crucial factor
in the teacher/learning experience.

Students learn a lot better from teachers whom they like, admire and believe in.
Teacher education programmes therefore, must develop ways of influencing positively
not only teachers' knowledge and methods of teaching, but also their very personal
traits.

It is a formidable challenge for teachers I know, who have to commute for several
hours from A to B to teach one lesson, who are deprived of housing and other basic
needs, which we are hoping to provide in that interdisciplinary approach. Yet,
educational systems of today need to be ahead of the game, to harness scientific
knowledge and technological know-how to provide the right education which helps
produce good citizens for the type of society we envisage. Although the broad goal of
education still remains the development of the all-round person as a whole, there is
going to be a powerful shift, if this is achievement, in the profile of a good citizen of
tomorrow. Knowledge, skills, attitudes, values, beliefs, aspects of behavior and
modalities of action will change. We are not talking about macroeconomic indicators,
we are talking about microeconomic management of the most important resource - the
human being. The emphasis will be, not on the quality of life, which would find the
price of food the same as it was relatively a decade ago, but on the quality of giving, on
the quality of contributing more possibly than on the quantity of receiving material
goods in the consumer society.

Educational reform aims generally at enhancing critical thinking and other high
cognitive capabilities among children. Emphasis on developing thinking skills rather
than on the acquisition of factual knowledge is rightly placed, for ideas can open new
mental horizons, new windows to understanding the world. Even simple ideas can give
insight into new aspects of the world that are sources of wondrous knowledge and
excitement.

Nevertheless, while focusing upon thinking skills, the complex relationships between
thinking and feeling, intellect and emotion, should not be overlooked, for the connection
between them is central to wholesome human development. Iunderline the importance
of attitudes and feelings in education because in pursuit of intellectual development, the
development of interpersonal communication and social skills has largely been left to
itself.

This is not to imply that teachers have been unaware of the critical role of attitudes,
beliefs, values, perceptions, feelings and emotions in all-round human development, or
for that matter in academic learning and achievement. It is to underscore that giving
affective and social meaning, emphasis which is rightfully deserved, both in curricula
and classroom teaching and learning, is no less a challenge for teachers and educators.

Given the inborn development blueprint of the child, it is well-recognised that the
social and cultural environment determines the ways in which the child's development
potential will be realised. It is the culture that determines which objects, which persons,
which beliefs and which practices are to be valued and which language is to be spoken.
In our discussions between Christian and Muslim believers, we have focused on the
subject of education and I would like once again to say that what brings us together is
far, far, far more than what separates us. I hope that this idea inter-cultural dialogue can

be humanised at the school level more effectively in the future.
- Children learn to establish and verify perceptions and beliefs about the world with
their usual sincerity and honesty, nor only through direct teaching but through observing
the behavior of the people in the family and community who are important in their lives,
with whom they have social and emotionalties. Patterns of social interaction within the
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community culture, guide children's development and provide the frame of reference
with which they identify themselves.

Social capital consists of norms of behavior, social conduct, sets of values and
mutual trust generated by inter-personal relations among the members of a given
community. Social capital thus offers a rich potential in the service of education.
However, not all community environments are equally healthy. We have evidence of
growing school violence. Last year I went to condole the first Jordan school fatality of a
youngster at the schoolyard at ten o'clock in the morning. There is increased substance
abuse and various types of pernicious addictions among school populations. All this
points to the potential in certain areas of deteriorating moral, cultural, and spiritual
values in modern society. It also points to the need for example setting, with teams of
educators to move to less privileged schools and areas to contribute to raising their
standards.

It might be worth our while increasing our investment in social capital so that its
potential can be utilized to produce a sobering effect on student populations. How to
harness social and local community resources in the service of education is a challenge
not only to teacher education, but to the teacher, to the health worker, to the agricultural
extension officer, to the rounded concept of that hackneyed agent of social change in our
villages and in our region, which somehow weeds out bureaucracies the way they are -
this, we have not yet been able to develop. Maybe this is an excellent opportunity for us
in this part of the world and for concerned people world wide to exert a greater effort to
encourage the business community to be increasingly involved in education.

For investment in education and qualitative education brings rewards equal to those
gained in the market place. To this end, we need to come up in this particular gathering,

and others, with specific implementable strategies which make such an involvement a

reality.

Teacher education and training faces the further challenge of a paradigm shift from
conventional to innovative pedagogy. This requires a large investment of time and effort
in professional development on the pert of the teachers. On the other hand, it requires
great effort and commitment on the part of the institutions responsible for teacher
education and training. For they must radically reformulate and restructure their teacher
preparation programmes to make them responsive to the challenges of the 21 st century.

We are all aware that student learning experiences are a function of the overall
organisational ability of the schools they attend to create a conducive learning
environment. Although teachers function within the administrative structure of schools,
they are largely responsible for creating classroom environments that facilitate and
stimulate student learning.

Teachers all over the world and especially in developing countries, generally lack the
knowledge and skills to effectively implement newly constructed curricula. It is all very
well to come up with a wonderful glossy book, but what about our social development
curriculum? We have done well in figures, have we done well in citizenship? "If he
doesn't have it, he can't give of himself. " This requires a deeper and more conceptual
understanding of the curricular content and teaching strategies that foster creativity and
self learning and that are tailored to the developmental needs of each individual child. In
addition, it requires a set of new assessment strategies that identify both knowledge and
performance levels of the students in the cognitive, effective and social domains.

The complexity and enormity of the teachers' role is further underlined by the reality
of multi-ethnic, multilingual, multicultural classrooms with a wide range of ability and
of student needs in many countries, particularly in the conglomerate industrial cities.
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It is evident that the teacher is at the heart of all educational change. If educational
reforms are to achieve their human development goals, then their primary human
resource (their teachers) must be adequately developed first. The ultimate success or
failure of an educational reform programme rests with the teacher in the classroom, who
is the creator and organiser of effective learning environments - human environments -
and situations that facilitate the acquisition of desirable knowledge, concepts, and skills,
both in end outside the school.

Achieving the noble objective, Ladies and Gentlemen, of Education For All
consumes substantial resources and requires a sustained concerted effort in developing
countries. But improvement of established educational systems, in order to respond to
the educational needs of the 21 st century, requires radical changes. This is, perhaps, the
most formidable challenge -- even for highly industrialized countries.

Meeting the challenges that face education calls for a radical reformulation and
restructuring of current teacher education and training programs with respect to the
enormous complexity of the new role and responsibilities of the teachers.
Implementation of reform demands teachers, work to be much more complex and
teachers' knowledge and skills to be much more specialized and diversified than they
have been so far.

This brings us to the theme of this 43rd ICET World Assembly; Teacher Education
and School Reform. It is an apt and timely theme for most countries undergoing
educational reform and particularly for us here in Jordan, where the teacher plays the
most critical role in realising reform goals and ideals.

With the changing concept of education, teacher education has to undergo
significant adjustment. In the highly compteetive global economy, the job market is
also going to be increasingly competive. The nature of jobs, the classifiction of jobs
and skills, will change and a growing number of people will have several jobs and
occupations during one life cycle.

This will require continuous adjustment and life-long education for the people. The
teacher education community has to be prepared to respond to these challenges. They
are global challenges. Obviously, no educational system, no country , big or small,
developing or advanced, has the ability to meet them single-handed. They call for a
collective and copperative effort by all peoples, by all nations.

The vision is clear to us, but the way to realise it is not. We do not yet know what
courses of action to adopt and it is relevant to a meeting such as this to contibute to the
substance and to the script and on the dawn of human civilization, teachers have caried
the torch of knowledge and freedom and the welfare of mankind.

Schools have been the venue for the most formative experinces. We must do all we
can to empower teachers and bring about the necessary reforms to make the school
enviornment more congenial to learning, ‘

We look forward to hearing education officials, scholars, business leaders, and
teahcers exchange views on the ever crucial, through rather elusive, question of teacher
education and school reform. We welcome your fresh pespectives and we hope that the
various debates and dialogue will be translated into concrete suggestions which all
countries can implement, in bringing about the desirable outcome.

In conclusion, I would like to say that in studies of Jordanian youth, it has been
brought to my attention that we have more that is anecdotal than that which is empirical.
More empirical research should be undertaken to convince civic society to change its
attitude to the worth of education. I hope that I can say in hindsight, that it is thanks to
conferences such as these, that the goal for education for all is yet more meaningful.
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We feel privileged and honored to host this important assembly and we are confident
that the exchanges here in Amman will contribute to a positive change.

I think it was again the Chinese who said ”Kindness in words creates confidence,

kindness in thinking creates profoundness, kindness in giving creates love™. Ihope that
our love of this art of teaching and our love for our fellow human being will contribute
to their better future.

Thank you ladies and gentlemen.
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ENHANCING VALUES IN SCHOOL REFORM

Elaine Jarchow, Ph.D
College of Education
USA

Excellencies, Distinguished Guests, ladies and gentlemen, I am delighted to present
this plenary session on Enhancing Values In School Reform This morning's speech by
Crown Prince El Hassan bin Talal certainly focused our attention on school reform and
democratic values As we explore the topic of enhancing values in school reformn, two
quotations set the stage for our journey:

We gave the world new ways to dream. Everyone needs new ways to dream.

Sunset Boulevard

Issues should not be seen as threats, they should be seen as opportunities for gaining
new insights.

Glen Mass, Kimball Wiles, Joseph Bondi

In the musical Sunset Boulevard, the aging silent movie queen Norma Desmond,
whose movies gave the world new ways to dream reminds us that educators must give
students new ways to dream and, of course, we must always view issues, some of which
are controversial, as opportunities to gain new insights.

This afternoon, 1 have divided my address into the following five parts which
correspond to the five subthemes of the conference.

¢ Promoting Democratic Values and Practices

¢ Developing a Democratic Pedagogy of School Renewal
¢ Building a School Community

e Orienting School Personnel Toward Planned Change

¢ Enhancing Teaching and Learning Effectiveness

Let us turn to the first of these topics.

Promoting Democratic Values and Practices

One must clearly distinguish between democracy as a form of government and
democracy as a way to think about schools and classrooms. This afternoon we are only
concerned with the latter. Michael Apple helps us to think about democratic schools
when he presents the following ideas:

1. The characteristics of democratic schools include:
a. Participation in issues of governance and policy making,
b. Participation in communities of learning.
¢. Commitment to diversity.
d. Curriculum of exploration. (Apple, 1995)
2. The concerns of democratic schools are these:
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a. The open flow of ideas, regardless of their popularity, that enables people to be as
fully informed as possible.
b. Faith in the individual and collective capacity of people to create possibilities for
resolving problems.
c. The use of critical reflection and analysis to evaluate ideas, problems, and policies.
d. Concern for the welfare of others and "the common good." :
e. Concern for the dignity and rights of individuals and minorities.
f. An understanding that democracy is not so much an "ideal" to be pursued as an
"idealized" set of values that we must live and that must guide our lives as people.
g. The organization of social institutions to promote and extend the democratic way
of Life. (Apple, 1995).
Two exercises that underscore this use of democratic principles arc suggested by
Charles Kniker and Jerry Patterson. Charles Kniker gives us the first of these values
exercise.

Value Identification:

Moving Day " For adults.

e Activity: Through discussion of the results of the moving inventory, participants
reveal their values concerning nostalgic and material possessions.

e Learning Aids: A handout containing a list of items to be considered for the move.

¢ Provide pencils.

e Unit interactions Specific directions are given at the top of the handout. These
3choices would be the only options the first time they mark the list.

e Evaluation: Class discussion. Main question is on the balance of nostalgic & material
possessions.

e Suggestions: Ask participants if the decision would be at all changed if they were
moving to London? the South? near their current address? etc.

Value Activity: "Moving Day"

Americans move at an amazing pace-often from homes to apartments And, many
moves cover long distances All moves, though, have one common characteristic the
person moving is forced to make decisions about what to take and what not to take.

Let's suppose that you are moving from a house to an apartment in San Francisco.
The following is a list of items about which you must decide. Mark the item M if you
wish to move it to your new home, S if you wish to sell it, or T if you wish to dispose of
it.

1. Your grandparents' wedding picture.

2. A usable black & white television set.
3. Your elementary school report cards.

4. Your first tooth.

5. Brass bird cage.

6. Outgrown clothes.

7. Old love letters.

8. A high school trophy.

9. A complete set of Elvis Presley records.
10.Wrought-iron wine rack.
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11.A hand-made quilt.

12.Baseball card collection.

13.A blooming African violet.

14.A Polaroid camera.
(Kniker, 1977)

As you can see, a student has an opportunity to explore his/her values in a
non-threatening atmosphere. Jerry Patterson provides us with an exercise to promote a
democratic discussion with school staff.

Core Value Exercise

Check the statéments below that meet the criteria for core values. You do not
necessarily have to agree with the value in order for it to meet the criteria.

1. High school students should be in scheduled activities every period of every day.

2. School districts should experience increases in elementary enrollment in the next
several years.

3. Equity should be a primary basis for providing learning opportunities to all students.

4. School districts should allocate resources with students foremost in mind.

5. School districts should offer staff development opportunities during the school day.

6. Schools should experience increased diversity and complexity of student needs
during the next decade.

7. Students should be active participants in their own learning.
(Patterson, 1993) )

Developing a Democratic Pedagogy of School Renewal

The starting point for developing a democratic pedagogy for school renewal is
clearly a needs assessment. Phi Delta Kappa suggests the following exercise for asking a
community to rank order school and curricular values. Directions; Rank order the
following school values:

— Learn how to be a good citizen
— Learn how to respect and get along with people who think, dress, and act differently.
— Learn about and try to understand the changes that take place in the world.
— Develop skills in reading, writing, speaking and listening.
— Understand and practice democratic ideas and ideals.
— Learn how to examine and use information.
- Understand and practice the skills of family living.
— Learn to respect and get along with people.
- Develop skills to enter a specific field of work.
— Learn how to be a good manager of money, property, and resources.
— Develop a desire for learning now and in the future.
— Learn how to use leisure time.
— Practice and understand the ideas of health and safety.
— Appreciate culture and beauty in the world.
- Gain information needed to make job selections.
— Develop pride in work and a feeling of self-worth.
— Develop good character and self-respect.
144
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— Gain a general education.
(Phi Delta Kappa)

Another source is public surveys. Phi Delta Kappa often conducts polls of citizens
that yield results like these:

The Public And The Ideal School

1. Well qualified teachers who pass state exams.
2. Strict discipline.

3. Back to the basis.

4. More in class work and homework.

5. Better parent-school communication.

6. Parenting courses.

7. More career education.

Building A School Community

Ultimately, a school must become a community of learners. Because I have had an
opportunity to explore a number of school systems in-depth, I have selected three
country approaches to this notion of building a school community. These include New
Zealand, Japan, and Singapore.

In New Zealand, something so simple as morning and afternoon tea serves to bring
people together to talk about schooling. The Maori and European inhabitants have
succeeded in providing a truly multicultural environment. Students can choose single sex
schools, if they wish. New Zealanders have recognized that Maori teacher education

- candidates do not wish to praise themselves; therefore, the marae teacher education

interview permits the candidate's entire family an opportunity to speak highly of the
candidate. Each of these examples help to foster a community of learning.

-In Japan, certain societal norms aid climate building. For example, respect, caring,
diligence, stability and commitment serve as society-wide standards to motivate learners.
School uniforms instill a sense of loyalty and caring about school in the learners. Strong
parent/teacher partnerships result in success. For example, kindergarten teachers often
ride the school bus to meet parents and children and to caringly receive children onto
their transport to school. _

The ABC Factors - autonomy, balance, and coherence - characterize the school
climate in Singapore. In addition, a strong sense of appreciation for other cultures has led
to true cultural integration. The emphasis on fluency in two or more languages adds to
this appreciation. Teachers are seen as counselors who engage in systematic planning for
the future and attend carefully to collegiality.

New Zealand, Japan, and Singapore are good examples of how societies build a sense
of community.

Orienting School Personnel Toward Planned Change

Certainly, school reform cannot take place without orienting school personnel.
Today, the language of school reform has changed from a bureaucratic discourse to an
empowerment discourse. The following are the characteristics of each of these
discourses: '
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Language of School Reform

Empowerment Discourse
choice
ownership
partnership
self-management
consumer rights
protections

local control
market driven
decentralization
bottom-up

Bureaucratic Discourse
national standards
national curriculum
national assessments
national monitoring
national performance
production

top down
systems/structures
goals/outcomes
inputs-results

To be truly effective, school reformers must embrace the notion of empowerment.
Jerry Patterson in his book, Leadership for Tomorrow's Schools, provides us with some
further examples of change and the future. He notes that five values may be viewed from
today and tomorrow:

Value 1: Openness to Participation

* Today's Value: Our organization values employees listening to the organization's
leaders and doing what the leaders tell them to do.

* Tomorrow's Value: Our organization values employees actively participating in any
discussion or decision affecting them.

Value 2: Openness to Diversity
* Today's Value: Our organization values employees falling in line with the overall
organizational direction.
* Tomorrow's Value: Our organization values diversity in perspectives leading to a
deeper understanding of organizational reality and an enriched knowledge base for
decision making,

Value 3: Openness to Conflict
* Today's Value: Our organization values employees communicating a climate of
group harmony and happiness.
* Tomorrow's Value: Our organization values employees resolving conflict in a
healthy way that leads to stronger solutions for complex issues.

Value 4: Openness to Reflection
* Today's Value: Our organization values employees conveying a climate of
decisiveness. Firm decisions or made and implemented without looking back.
 Tomorrow's Value: Our organization values employees reflecting on their own and
other’s thinking in order to achieve better organizational decisions.

Value 5:Openness to Mistakes

* Today's Value: Our organization values employees concentrating on making no
mistakes and working as efficiently as possible.

* Tomorrow's Value: Our organization values employees acknowledging mistakes and
learning from them.
(Patterson, 1993)
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Another way of looking at an organization is to characterize how it might move from
a position of weakness to strength. Again, Patterson offers us a comparison.

Signs of Weakness

Everything is up for grabs:
o Employees all over the organizations give their opinion on any subject.
o Employees express a variety of perspectives which are many tunes in direct
opposition to the organizational direction.
o Employees argue about important issues, but resolve their conflicts in a healthy way.
o Employees frequently question organizational leaders and challenge the wisdom of
their decisions.’

o Employees acknowledge their mistakes and learn from them. Efficiency is not the
overriding concern.

Signs of Strength

Everything is on the table:

o Employees actively participate in any decisions affecting them.

o Employees express a variety of perspectives, even if they differ from organizational
direction.

o Employees openly resolve conflict with colleagues in a safe environment.

o Employees question their own and others' thinking in a nurturing environment that
suspends premature judgments.

o Employees freely admit mistakes and view them as one more way to learn.

Signs of Weakness

Everything's controlled:
o Employees listen to the organization's leaders and do what the leaders tell them to do.
o Employees' views fall in line with the overall organizational direction.
o Employees always convey a climate of group harmony and happiness.
» Employees understand that once decisions are made, there's no turning back.
o Employees focus on making no mistakes and not admitting those they do make.

Signs of Strength

Everything is under control:
o Employees listen to the organization's leaders and do what the leaders tell them to do.
o Employees' views fall in line with the overall organizational direction.
o Employees communicate a climate of group harmony and happiness. /
o Employees communicate a climate of decisiveness; firm decisions are made and
implemented without looking back.

e Employees concentrate on making no mistakes and working as efficiently as
possible.

To focus clearly on orienting school personnel toward planned change, a school

district might ask itself these questions. To what extinct does the district:
a) value commitment to the development of the individual within the district?
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b) value treating all individuals as significant stockholders in the organization?

c) value a "we" spirit and feeling of ownership in the organization?

d)value empowering employees throughout the district to assist in achieving the
mission of the school district? _

¢) value equal access by all employees to support information and resources?

f) value all employees as equally important members of the organization?

g) believe that employees act in the best interest of students and the organization?

h) value employees as having the expertise to make wise decisions?

i) value investing in the development of employees?

J) value placing decision making as close to the point of implementation as possible?

k) value the opportunity for input in district wide decisions?

1) value decisions being made by those who are directly affected by them?

m)value honesty in words and actions? -

n)value consistent, responsible pursuit of that for which we stand?

0) value the unwavering commitment to ethical conduct?

p) value differences in individual philosophy and practices?

q) value differences in perspective?

1) value schools and the children within them celebrating their distinct character?

s) value students as inherently curious learners?

t) value doing whatever it takes to achieve student success?

u) value students being meaningfully engaged in work that has personal value to them?
(Patterson, 1993)

Enhancing Learning and Teaching Effectiveness
There are three school based examples which help us to understand how democratic

values help enhance teaching and learning effectiveness. These include the Paideia
School: the La Esceula Fratney, and the ORAVA Project.
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The Paideia School was developed by Mortimer Adler. A diagram of the curriculum

looks like this:
COLUMN COLUMN COLUMN THREE
ONE TWO
Goals ACCUISITION OF | DEVELOPMENT OF ENLARGED
- ORGANIZED INTELLECTUAL | UNDERSTANDING
KNOWLEDGE SKILS OF OF IDEAS AND
LEARNING VALUES
by means of by means of by means of
Means DIDACTIC COACHING, MAIEUTIC OR
_ INSTRUCTION EXEPRCISES, AND SOCRATIC
LECTURES AND SUPERVISED QUESTIONING
RESPONSES PRACTICE AND ACTIVE
TEXTBOOKS AND PARTICIPATION
OTHER AIDS
in three areas of in the operation of in the
subject-matter
Areas LANGUAGE, READING, DISCUSSION OF
O_ . LITERATURE, WRITING, BOOKS (NOT
Operations AND THE FINE SPEAKING, TEXTBOOKS) AND
and Activities ARTS LISTENING OTHER WORKS OF
ART AND
MATHEMATICS CALCULATING, | INVOLVEMENT IN
AND NATURAL PROBLEM- ARTISTIC
SCIENCE SOLVING ACTIVITIES e.g.,
OBSERVING MUSIC, DRAMA,
HISTORY, MEASURING, VISUAL ARTS
GEOGRAPHY, ESTIMATING
AND SOCIAL
STUDIES EXEPCISING
CRITICAL
JUDGMENT

THE THREE COLUMNS DO NOT CORRESPOND TO SEPARATE COURSES, NOR IS ONE
KIND OF TEACHING AND LEARNING NECESSARILY CONFINED TO ANY ONE CLASS.

Mortimer Adler has this to say about the school:

e To give the same quality of schooling to all requires a program of study that is both
liberal and general, and that is, in several, crucial, overarching respects, one and the
same for every child. All sidetracks, specialized courses, or elective choices must be
eliminated Allowing them will always lead a certain number of students to
voluntarily downgrade their own education.

e The course of study to be followed in the twelve years of basic schooling should,
therefore, be completely required, with only one exception - which foreign language
to study.

e But the democratic promise of equal educational opportunity, half fulfilled, is worse
than a promise broken. It is an ideal betrayed. Equality of educational opportunity is
not, in fact, provided if it means no more than taking all the children into the public
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schools for the same number of hours, days, and years. If once there they are divided
into the sheep and the goats, into those destined solely for toil and those destined for
economic and political leadership and for a quality of life to which all should have
access, then the democratic purpose has been undermined by an inadequate system of
public schooling. It fails because it has achieved only the same quantity of public
schooling, not the same quality This failure is a downright violation of our
democratic principles.

The ultimate goal of the educational process is to help human beings become
educated persons. Schooling is the preparatory stage; it forms the habit of learning and
provides the means for continuing to learn after all schooling is completed (Adler, 1982).

Las Escuela Fratney is located in Milwaukee, Wisconsin. It is a two-way bilingual,
multicultural, whole language school, governed by a site-based council. There are 360
students, K-5; 65% are Hispanic; 20% are African American; 13% are white; and 2% are
Asian and other. '

Nearly all the children are poor. The school characterizes itself as having cooperative
learning, a thematic curriculum, critical thinking, parent involvement, shared
governance, and links to the community. Children are learning; parents and teachers are
happy.

There are six lessons that led to success:

1) Grassroots movements can produce real change.

2) Multiracial unity is essential to successful school reform.

3) Build in time to reflect and learn.

4) Genuine parent involvement is critical.

5) Structures that foster change must be institutionalized. :

6) Successful school reform is part of larger societal change efforts.
(Apple, 1995)

Finally, the ORAVA Project offers real hope for democratic school reform. The
University of Northern Iowa has received a $2 million grant to broaden its efforts to
democratize the educational system in Slovakia. The Orava Project, named for the region
of Slovakia in which it commenced, is directed by Northern lowa College of Education
faculty members Kurt Meredith and Jeannie Steele, who have been living in Slovakia
since 1994. The project is designed to democratize the Slovak basic school program,
while also introducing democratic instructional practices into university teacher
preparation prograins there. ,

The following is a bulletin from the project, Dolny Kubin, Slovakia -- In a small
room overlooking the main square of this town in the hilly Slovak countryside, 21
teachers from the public schools are discussing their latest attempts to use new
instructional techniques. "When we use traditional methods, only the best students
participate," says one. "Now, all of them participate, even the weakest ones."

The teachers are reviewing their experiences of the previous week, when they tried
"paired reading" with their middle-school classes. The students, working in pairs, read a
text, ask each other questions, and then report to the class. In a country with a rigidly
conservative approach to schooling, the idea is radical.

The project has been actively embraced by regional school administrators. "We were
always taught that students should sit in their seats for the whole class and listen to the teacher,"
says Maria Didakova, deputy-director of the Orava school district. "But now the rules have
changed. Teachers can allow students to move around and participate in the learning process."
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Simple things, like school names and mascots, did not exist in Slovakia. "The Slovak
teachers saw the connection these symbols (mascots and nicknames) had for school
identity, loyalty and pride--and their power to motivate ate students." Another important
change Meredith sees is the improvement in Slovak teachers' relationships with parents.
"Before, teachers were viewed two ways. On the one hand, the teacher always had some
status and importance.

"Today the parents are publishing parents' newsletters; that was unheard of before."
Steele believes an important first step is the way Slovak teachers arc coming to value
their importance as educators, a much greater role than they held under the old regime.
"In the community it's too early to tell if the wariness toward teachers has been replaced
by true respect," she says. "Teachers started working toward conflict resolution in
children, where the children create and follow their own rules; they have choices. We
have concluded there is much more faith in the child from the position of the teacher.
The child has more freedom, but more responsibility, because the child is forming
knowledge, becoming responsible for actions.

Clearly, these three examples help us to understand democratic values in action.

CONCLUSION

What I hope we have learned this afternoon from our discussion of enhancing values
in school reform is that the use of democratic values might just help us to create more
memorable days for our students. Charles Dickens in Great Expectations provides a
fitting conclusion to my remarks. '

That was a memorable day to me, for it made great changes in me. But it is the same
with any life. Imagine one selected day struck out of it, and think how different its
course would have been. Pause you who read this, and think for a moment of the long
chain of iron or gold, of thorns or flowers, that would never have bound you, but for the
formation of the first link on one memorable day.
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FOSTERING PARTNERSHIPS IN SCHOOL REFORM

Professor B J McGettrick (Life Member)
St. Andrew's College - Glasgow, Scotland,
UK

INTRODUCTION

Education might helpfully be described as a conversation from generation to
generation about matters of significance. It makes people more suited for life, and it
brings people to a sense of living in a virtuous society. It is not free of values

Education is centrally concerned with values, and with truth, justice and love.
Teachers are involved in the ministry of hope in the service of the young. In a very real
sense education is a gift given to us by future generations.

I mention these matters here, largely because I believe that it is essential to have a
clear vision of the purposes of education before we can adequately deal with the ways in
which we foster partnerships in the service of education. In general it is worth noting that
if there is to be a conversation from generation to generation then there are different
groups involved. It is these groups which form the partnerships

The essence of all partnerships will be in the application of the broad principles of:

e complimentarity of purposes
o effective communication among the partners
¢ trust among the partners.

In reforming schools there ought to be a shared understanding of these principles and
how they are translated into action in different settings. In each country and in each
education system these principles will have a different meaning, and will take on
different forms. '

Partnerships Between Schools And Universities

The partnerships between schools and universities are fostefed in a number of wayS.
These include: : :

1. The professional education of teachers - both initial teacher education, and in-
service education and formation
In different countries there are different approaches to the professional education
of teachers. As there is a widespread acceptance in many parts of the world of
teaching now being considered to be an "all-graduate profession”, there is a central
role for universities in relation to professional education and to the continuing
professional development of teachers. The professional education of teachers is based
on a sound academic education, builds on this in professional development, and must
continue all through the teacher's career It is not enough to have an effective initial
education, because technology, ideas, and the ways in which we communicate all
change so rapidly in the modern world.
This leads to the need for the establishment of confident partnerships of teacher
education institutions with schools at Primary and Secondary levels. The nature of
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these partnerships can vary considerably, but they are likely to be characterized by
the three principles of complimentarity, communication and trust

The continuity in curriculum patterns for Learners

" One of the ways in which partnerships will flourish is in the progression and
coherence of curriculum between school education and higher education, so far as the
learner is concerned Consideration needs to be given to curriculum progression,
coherence, relevance, and balance The relationships among the school, teacher
education institution and university need careful consideration, not only when
focussing on "academic courses" but also on "vocational education", which might
include programmes such as medical studies, engineering, and teacher education
There may indeed be value in looking at the "Core Skills" of school education to
come to some understanding of what progression and coherence might look like
throughout the academic and professional education of the teacher. There is certainly
an almost universal trend to look at the "competences” promoted in the educational
system, and in teacher education we need to be in a position to identity the "Core
Skills" of our students, and how these are fostered and cherished by the continuity
and progression of the learning processes in our education system.

The concern for "manpower planning" and the role of Government

In considering school reform the issue of targeting resources to enable reform is
of central importance Often government is in a position to enable reform through
"manpower planning".

The different policies across the world in relation to higher education, however,
can make it difficult to generalise on such matters. Yet it is important to acknowledge
that there is a close relationship between the aspirations for school reform by
government and society and the resource allocations to schools and to universities. In
government policy, there is a close and a subtle balance between resource allocation
to different sectors of education which can enable or impede school reform. It must
not be forgotten that resources are also available from the private sector to facilitate

-developments in school reforms, although in certain countries this can be even more

difficult to predict and plan. Planning reforms are essential and in a number of
European countries these are financially driven. The initiatives being developed
through government, private initiatives, and corporate companies are all of
significance.

The economic advantages in higher education from society's point of view

The links between schools and universities should also be considered from an
economic point of view. The constant questioning about whether investing in
university education and in teacher education increases the Gross National Product of
a country, or whether investment is better targeted in school education, may only be
able to be properly answered with reference to the stage of development of a
particular country. There are clearly certain advantages of investment in higher
education although the relative advantage for a particular country is acomplex
matter. School reforms are not constant in kind or in significance, and much depends
on the educational aspirations of the country, and its stage of economic maturity and
health.

It might also be noted that the distinctions among secondary education, further
education, and higher education are becoming increasingly blurred in some countries.
Perhaps this is the ultimate in partnership when there is no longer any real
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distinction. Yet it is not always helpful to move to such a position! since the
distinctiveness of aspects of education has a number of advantages.

In all of this it is the recognition of the complimentarity of purpose of teacher
education and schools, and the trust between them which lie at the heart of
partnerships in school reform There can be little doubt that it is the way in which
they share values; share understanding, and acknowledge the strengths of each
partner which leads to a closeness of partnership and support for educational reform.

Educational reform must depend on the community of interest, that community of
scholars, empowering each other within a framework of educational values. Mere
compliance management which has no strategic significance, and which is not given
credence by the partners is doomed not to succeed. Educational reform has to be built
on sound principles.

Professional development and the school

School reforms require teacher reforms, Teachers are the essential power for change
in education. '

The quality of education in schools is largely determined by the quality of the
teachers in them, In the development of programmes of school reform a great deal of
confidence and trust has to be placed in the abilities of teachers and in their
professionalism as educators., .

Teachers are part of the real world and are not immune from it, They are subject to
the same pressures which affect society more generally, and while there can be high
expectations of them, there ought not to be unreasonable expectations, or expectations
that they can counter the forces of a world of changing values, Teachers cannot give
what they do not have, They need support from the community of which they are part.
Equally teachers have got to be aware of the reality of the lives of the students whom
they teach. They must not teach the students that they wish they had, but teach the
students that they have. In developing strategies for staff development there should be a
concern not only for the fechnical’ competence of the teacher but also for the inner-self’
self of the teacher herself or himself. Teachers need to be able to work with a view of
the student as a unique individual. This means that the teacher should be able in a world
of pressure to see that the student can: -

e achieve whatever she or he wishes
e ¢scape the mind-made manacles of educational endeavour
* develop young people and make them more suited for life.

Of course the teacher is not just concerned with any form of random development of
the student. The teacher must be prepared to serve; prepared to help one's neighbour, and
live a life of principle, and of goodness, Educational reforms must be based on sound
educational, social, and moral principles.

The focus on staff development is therefore not one which is narrowly confined to
development of skills and technical competences but which has a rather wider focus, In
this regard it is certainly worth noting that a successful staff development programme
will probably be focused on the school as a community. This develops a feeling of
community amongst staff, allows the school to pace its work, and allows a way of
working which takes account of local and individual needs.

School reforms must also foster partnerships internally within the school, and school
reform should be built into school development planning, It is not difficult to see that
there are aspects of reforms which operate within schools and, indeed, with individual
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teachers. What we should seek is a system which is layered, with one layer being the
overall expectations of the reform, the second being the school, and the third being the
individual teacher It may also be useful to highlight here a distinction between
corporate staff development, meaning the development of an entire staff, and
Individual professional development, which refers to the development of the
individual teacher. Both are necessary, and in the ways in which staff development will
take place, both will be implied by the reform programune itself. In the past, generally
speaking, more attention has been paid to individual personal and professional
development than with the development of staff as a whole.

Experience suggests that in the evolution and development of educational reforms
there is a great deal to be said for the development of staff as a community. In this model
it is expected that staff will be able to help each other in the growth of the community of
the school. This is likely to have an important impact on the ethos of the school and on
aspects of the hidden curriculum, which in turn will have an important impact on the
values of the school. At the heart of staff development planning will be the school
development plan, and it may be worth emphasising that in preparing a school
development plan there ought to be a concern for all aspects of the school.

STAFF DEVELOPMENT
The Organisational Principles
National | (. jiculum ~ INSET  National /EA Staff
Principles, Provision Discussion Development
Guidelines ; § and Support
and Plans ! = ;
Idenufy Needs Seminar |
Staff Staff  School Support School
School Development Development Development Plan
Teacher Teacher Personal Reflection Staff Appraisal
Development  Action Plan and Interview

Developed from D Hargreaves
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School Reform And The Organisation Of Public Schools

An aspect of school reform which can easily remain devoid of consideration is that
of school organisation. The three elements of curriculum development, staff
development, and institutional development are of paramount importance in the
evolution of a school reform. Research suggests that there are three main conditions for
successful school reforms These are:

e a clear rationale for the reform
* time for staff to discuss with one another aspects of the reform
o the availability of materials to support the reform.

Some attention has to be given as to how schools can support reforms by reflecting
on their structures Schools generally are places in which there is careful change. There is
an argument for suggesting that schools ought to be places which are leaders in change.
There are those who would be quick to criticise schools because of their inability to
change, while others will be quick to demonstrate that they are able to jump on band
wagons with an alacrity that is bewildering.

Schools have to be careful that they are stable while not stagnating, and flexible
while not fragile as organisations. There is a great deal to be said for school reforms to
develop organisational systems where there is internal cohesion and effective external
communication. This requires attention to internal and external forms of partnerships to
create a confident community of professional scholars.

Centres Of Educational Development And Public Schools

- Educational reforms which are sustainable are set firmly as a part of the society in
which the school is set It is not practical to set a reform as a kind of "transplant” in an
education system.

The role of the State is to have aconcem for its people. It is the responsibility of
government to create laws to spend public funds to raise taxes to develop national
educational systems for the economic prosperity and personal development of the
people. In many countries current and recent developments in education have shown
more interest in outcomes, targets, and the economy, than the moral and ethical values of
our society. In this regard we have to be aware of the values, expectations and
aspirations of the partners in our educational endeavours.

It seems essential to recognise that it is not the role of education to be an agent only
for transmitting ‘culture'. That would be a very limited model of the nature of education
itself, and of the work undertaken in schools. Indeed, it would be an inadequate
conceptualisation of education since it is more concerned with the ways in which culture
changes and develops as it is passed from one generation to the next. Education is not
concerned with ‘production’, but with ‘reproduction’. This is altogether a more dynamic
and participatory idea of a process of becoming educated’ as we encounter people and
ideas, and in doing so, grow in our understanding and spirit. Education is not primarily
about ‘products’ but about the creation of something new when two previously separate
entities come together, for example, two sets of ideas come together to form a new idea
Ultimately, education is not exclusively an intellectual pursuit, but rather one of the
growth and the nourishment of 'the inner self' It is this concern with the inner self that
must be at the heart of what we do in our schools. That is what makes them distinctive
and that makes them so valuable in a world which is quick to put pressure on young
people with the ideals and values of the market place. There are places to be other than
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the market place and one of these is in the school. To be in the school is to be in an
environment which values knowledge, understanding, hope and care. These are not the
values of the market place. One does not find in the market place that the aspects of life
that are particularly valued are truth, honesty, care, and concern for one's neighbour. The
market place is concerned with profit, with success, and with being better than other
people. That is not the hallmark of the school.

So school reforms have to be undertaken with care, a care which reinforces the value
system of the society in which the school is located. In this way the centre for
educational development should:

e have technical competence and effectiveness

e have an understanding of the ways in which schools transform themselves

e have a clear understanding of the value systems which motivate and permeate the
schools .

 empower the school in its development as a community in transformation.

At best there is much to be said for developing a strategic alliance between the school
and centres for educational development. This alliance should build on the essential
qualities of the school, and support the kind of reforms which are in the overall interest
of the schools. This is particularly true where there is an attempt at transformational
strategic change, as the nature of school reform is such that it will be sustained by the
community of teachers, leavers, parents and other professionals.

CONCLUSION

In all the developments requiring partnerships in education the essential issues
continue to be complimentarity, communication and trust Without those education will
be a bureaucratic exercise reduced to a set of arrangements, or even legal requirements.
There is a very strong case to be made to consider that education should be as free of
legal requirements as possible, since it is the dynamic interplay of a conversation which
inspires effective educational development. To limit this by a legal framework can be
restrictive and impeding of change and appropriate growth and empowerment.
Compliance planning is not sustainable in promoting effective school reform.

Schools must recognise the prevailing value system of the society in which the
school is set, but need not take on all the values of that society. Education may act as a
beacon for society rather than as a mirror of it. Those who are engaged in education
should be clear about the purposes of educational reforms, and should reflect these in the
partnerships which are so necessary in an effective education which inspires us to work
for a more virtuous society - since that is what is at the heart of school reform.
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POSITIVE TENSIONS: KEYS TO EDUCATIONAL
RENEWAL IN A SCHOOL-UNIVERSITY PARTNERSHIP

Robert S. Patterson and Russell T. Osguthorpe
David O. McKay School of Education
Brigham Young University
USA

Partnership

A review of recent history and of contemporary conditions in American education
could cause more cynical observers to conclude that the educational establishment has
lost the confidence of the American public. Many educational leaders feel besieged by
the constant barrage of criticism pointed at the schools of the nation. Beset with
problems resulting from a society struggling to -deal with changing moral and family
values, growing cultural and linguistic diversity, mounting disparity between rich and
poor and shifting expectations as to which institutions bear responsibility for corrective
action, public school officials struggle to make schooling a positive and beneficial
experience for those who teach and learn in this setting. Although the report, A Nation
at Risk is now thirteen years old, it's strident, critical commentary on American
education has left a malingering doubt in the minds of many that our schools are not
meeting an acceptable standard Its claim that "the educational foundations of our society
are presently being eroded by a rising tide of mediocrity that threatens our very future as
a nation and a period" (p 5) continues to characterize the way many think and speak
about our educational sysiem.

Much has been written and attempted in the years since A Nation at Risk was
published. Federal and state governments have set goals, framed new initiatives and
encouraged higher achievement in so-called core areas of learning. Examinations have
been introduced to monitor student achievement at several stages of pupil development,
At the same time other organizations: universities, corporations, foundations and
professional societies have attempted to create new units, propose solutions and advocate
change, all in the interest of stemming the tide of criticism and of regaining the public's
trust in schooling. Within the past few months a new "series of reports dealing with
education and teacher education have surfaced which reflect in their recommendations
recognition of and support for many of the emergent developments of the past ten to
twelve years. Among these recommendations is one which is central to our paper and
common to the way several sites across the United States have united in an effort to
reaffirm the importance and quality of teacher education and schooling in America.

School-University Partnerships

In the recently published report What Matters Most Teaching for America's Future,
the result of a joint venture supported and led by The National Commission on Teaching
and America's Future, the authors voice their support for "standards to upgrade both
student and teacher performance” (p. 64) and the need to "reinvent teacher preparation
and professional development" (p. 64). included among the recommendations is a
statement favoring the development and use of partnerships between schools and
universities to address the problems at hand. Why partnerships? Why partnerships
involving schools and universities? The recommendation is not without foundation. It is
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not an idle dream conceived in a vacuum as a desperate attempt to find a remedy to a
seeming overwhelming problem. Instead its existence as a serious proposal in the midst
of a number of other options, results from over a decade of experimentation,
development and growth which has spread across the nation and which has led to
widespread acceptance of the foundational conviction that if reform of education is to
occur in the order and magnitude required, it can only occur if those in the educational
establishment work together rather than apart and in harmony rather than in conflict and
opposition to one another.

For those unfamiliar with the nature of the task it is important to note that the task of
bringing schools and universities together in a collaborative partnership is not an easy
task. One observer in examining the prospect of linking universities and schools,
compares the task of bringing them together in the cause of renewing education to the
challenge of bringing dinosaurs together to dance a ballot. Schiecty (cited in DeBevoise,
1986) notes and develops the analogy: "Without persistence, a clear perception of how
these dinosaurs move, and personal relationships that help expedite bureaucratic
procedures, potential collaborators could give up in despair" (p 12) Through Schiecty's
image of choreographing a ballet with dinosaurs, we are invited to query whether or not
schools and universities are too large, too different, too old, or too set in their ways to be
able, together, to create a dance of beauty, expression and rhythmic harmony Yet the
analogy ends on an optimistic note: "The good news is that with mutual understanding
and trust, even dinosaurs can aance" (p.12).

The positive experiences of partnerships nationwide and of the BYU Public School
Partnership in particular are convincing us that schools and universities can dance
together-- and often dance together very well We believe that the experiences of the
BYU-Public School Partnership substantiate faith in the value of, even the need for,
creating such cross-institutional connections. In addition to providing affirmation for
such action, our experiences inform the task of building and sustaining these unnatural
connections and, as well, they illustrate the generative capacity of partnerships.

Although we continue to grow and learn about the effective operation of a
partnership we believe we have identified several elements for their success which
require attention and continual consideration if a partnership is to survive and succeed.
The formation, operation and refinement of partnerships in educational reform is a new
arena of investigation and study They stress the process of working together with a
common set of beliefs and values They require more than advocacy We must learn of
their nature, their struggles, the foundations of their successes and failures and their
essential ingredients. Our paper and presentation is an attempt to navigate and chart
these largely unexplored waters We invite you to join with us in the venture.

The BYU-Public School Partnership

First, let us provide a brief historical and contextual description so you may
understand the setting. The BYU-Public School Partnership was formed in April 1984
by five Utah school districts and Brigham Young University. These districts provide
K-12 schooling for approximately one-third of Utah's total school populations, reflecting
a mixture of urban, suburban and rural schools. These districts are contiguous and adjoin
the university which is located inProvo BYU is a private university, funded, operated
and governed by the Church of Jesus Christ of Latter-day Saints. With a full-time
enrollment of approximately 27,500 students it is the largest religion sponsored private
university in the nation. It has the largest teacher education program in the state of Utah.
With over 5,000 declared teacher education majors and approximately 1000 graduates in

99 @4)



early childhood, elementary and secondary education a year, it ranks as one of the 20
largest teacher education programs in the United States. The BYU-Public School
Partnership was created partly as a response to the criticisms directed at public schooling
in the report, A Nation at Risk. It also addressed some shortcomings in teacher
education in the university. Dr. John I Goodlad was invited to assist in the process of
bringing school and university leaders together to explore the desirability and feasibility
of forming partnership to address the needs of both entities. The outcome of their
discussion was the creation of BYU-Public school. The involvement of Dr. Goodlad in
this initial planning enterprise has been of major importance to the longevity, growth and
effectiveness of this improvement of teacher education and schooling in the USA during
the past fifteen years. He has studied thoroughly the needs of universities and colleges in
making better provisions for teacher education. He has written extensively on the subject
and has framed a reform agenda being vigorously pursued by 16 school-university
partnership sites across America. The BYU- Public School Partnership is one of the 16
member sites belonging to the National Network for Educational Renewal and therefore
is the benefactor of the continuing interest and support of Dr. Goodlad and his
colleagues who operate the Center for Educational Renewal and the Institute for
Educational Inquiry, both of which are organizational and idea centers feeding a
common reform movement of these 16 member sites. Central to the work of these
reformers is the belief the improvement of teacher education and the renewal of
schooling are integrally related and they need to be pursued simultaneously. As Good
has overved,

For schools to get better, they must have better teachers, aiong other things, To
prepare better teachers (and counselors, special educators, and Administrators)
universities must have access to school settings exhibiting the very best practices. To
assure the best practices, schools must have ongoing access to alternative ideas and
knowledge. For universities to have access to exemplary settings and for these settings
to become and remain exemplary, the schools and the preparing institutions must
develop symbiotic relationships through joining together as equal partners. In the kind
of partnership envisioned, universities have a stake in and responsibility for school
improvement just as the schools have an interest in and responsibility for the educatton
of those who will staff the schools (1987 pp. 19-20 ).

Typically across the nation most efforts to make provision for better teachers and
better schools have proceeded unilaterally with only limited effort and success in
framing an organizational entity to cause and help schools and universities to work
together The BYU-Public School Partnership is an attempt to ensure that the key players
will work together in a collaborative mode. The following illustrations may help to
clarify both the challenges we face and the ways we have attempted to address them
There are three entities which we believe are central to the preparation of teachers and
the improvement of schooling: the public schools, the David 0 McKay School of
Education within Brigham Young University and the other colleges and departments of
the University which provide instruction in general liberal education and subject area
specializations such as chemistry, mathematics, English, music, history, art, physical
education or languages As Figure 1 illustrates, each of these partners acts like a negative
electron charge repelling the other two. Although they share common purposes they tend
to act independently and often critically of one another For much of its twelve year
history the BYU-Public School Partnership has built a union primarily between the
public schools and the David 0. McKay School of Education through the creation anc
operation of partner schools.
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Figure 1: A Difficult Union

Partner Schools

These partner schools are sites where the teacher education students preparing to be
elementary school teachers receive much of their professional education instruction and
where teachers and administrators in the school play an Important role in helping to
ensure that the university students are taught in a setting where the ideas being taught by
university personnel in the David 0 McKay School of Education are in harmony or
congruent with practices in the school. The distances often existing between school and
university personnel have been overcome in this partnership. Personnel in the two
settings. school and university (at least the School of Education part) have been finding
and developing ways of collaborating to provide for better teacher education and better
schools.

This connecting or sharing or more appropriately, this coming closer together, (see
Figure 2) has been made possible by the formation and operation of a three-tier
organization which constitutes the BYU-Public School Partnership. Since the inception
of the Partnership it has operated under the authority of a Governing 80a rd consisting of
the five superintendents of education representing the five member school districts and
the Dean of the David 0. McKay School of Education. Meeting almost monthly this
Board authorizes, oversees and facilitates the various initiatives and programs
Undertaken in the Partnership. A coordinating Council consisting of associate
superintendents or directors of curriculum, associate deans of the School of Education
and other representatives of both organizations also meet monthly to develop plans, to
consider evaluative data on on-going projects or programs, to introduce new issues to be
discussed and addressed and to ensure coordination of personnel and operations in the
school districts and the university's school of education.
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Figure 2: Rapprochement

The third tier of organization is at the level of the partner school where a designated
school facilitator works to balance and harmonize the program and instructional needs of
the teacher education personnel, students and faculty, with the effective operation of the
school. Because the demands on these partner schools has been heavy and judged to be
excessive due to the presence of twenty-five teacher education students and their
professors, the idea of a partner school has been altered so that now 3-4 schools are
connected as a single cluster site, thereby dividing both the burdens and advantages of
these special purpose schools. The activities within these partner schools are
instrumental in building a community of learners in the school where university students
learn and test their skills and knowledge, university faculty continually renew
themselves, teachers and administrators further their professional growth and students in
the school benefit from the availability of many more instructors and the effects of a
stimulating professional environment for their teachers. Truly these partner school
settings are critical units to the success of the BYU-Public School Partnership.

The organization features just described has served the Partnership well for its first
12 years of operation This has occurred mainly because the Partnership up until the past
year or two has focused primarily on the programs and concerns within the purview of
the School of Education. Secondary teacher preparation at BYU is distributed among the
colleges and disciplines of the university where the subject specializations of the teacher
education candidates reside This means that 8 other colleges and at least 30 departments
provide degrees to students aspiring to teach in secondary schools. While all of these
programs require a common core of content offered uniquely in the School of Education,
the tendency in most of the secondary programs is for students to be socialized mainly
within the academic department of their teaching major. Thus there has been, at best, an
uneasy alliance and, in most cases, a negative, critical relationship between the School of
Education and the rest of the university.

Center for the Improvement of Teacher Education and Schooling.

As the BYU-Public School Partnership has recognized the formidable challenge and
need to connect the rest of the university in purpose, association and practice to its
secondary schools and to the School of Education, it has been recognized that the
existing organizational structures of the Partnership is inadequate for the task Hence, we
are in the midst of reconceiving the structure and have introduced a new entity called the
Center for the Improvement of Teacher Education and Schooling (CITES) This Center is
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intended to act as a strong, positive change ion drawing the three separate entities both
closer to the middle and to one another (see Figure 3).

McKay School of Ed

Figure 3: CITES

We believe there will and should always remain a small distance between the three
partners indicating the constant challenge of keeping in balance the countervailing forces
at work trying to overcome the factors forcing the entities apart. The Center has a
governing board consisting of the original six members but now including the State
Superintendent of Education and the Associate Academic Vice President of the
university responsible for undergraduate education Within the Center a committee,
broadly representative of the three organizational groups and the State Department of
Education will act in place of the former coordinating council and, additionally, will
serve as a review committee dealing with curricular and program changes in teacher
education (see Figure 4). Thus two organizational constructs, the partner schools and the
Center will serve to draw together and keep in harmony the interests of the school
districts, the State Department of Education and the University, including the School of
Education and the departments of the Arts and Sciences.

The Center will have several major responsibilities, none of which is intended to take
authority or responsibility away from its constituent members Of primary importance is
the Center's obligation to ensure that in matters of simultaneously renewing schools and
improving teacher education the various partners share in the discussion, planning,
implementing and evaluation of various initiatives and that they do so as equals and
co-owners. It will also fall to the Center to sustain commitment to a common moral
agenda and to argue for a sufficient resource base to meet the needs of better teacher
education and school improvement The Center will sponsor and coordinate several
_ventures as part of its mandate dealing with curriculum and professional development,
both in relation to teacher education and the K-12 core curriculum. It will also be an idea
center where interested personnel will gather to explore topics of concern that relate to
teaching and learning,
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Partnership Council for CITES

_________________________________________ [ Governing Board ]

: CITES Director
e sre s e e (Dean, School of Education

Associate Difector Lead Associate Director Associate Director
(School District) (Associate Dean, BYCpU) (Arts & Science)

School and University

Partners
School District/USOE (6 members)
Education/Arts & Sciences (12 members)

B )

Critical to the success of the Center and the Partnership it serves and in builds is the
development and maintenance of a trust relationship among individuals across the
various member organizations. The task is demanding and endless, not something to be
achieved and then to be forgotten. Instead it must be constantly nurtured and built
Personnel as well, need to change. Provision must be made to educate and re-educate at
all levels of the organization. Hence, another important function of the Center will be to
engage school, state and university personnel in the task of learning about partnership, a
common moral agenda, effective partnering strategies and conditions, change initiatives
and the place of individuals and groups within the broader agenda of reform. Partnering
is a very demanding, time consuming endeavor. It requires extended association and
conversation, both to initiate, sustain and refine joint ventures, but, also, to keep people
informed and knowledgeable so that the generative capacity of the organization is
increased and also so that personnel at all levels may understand and contribute
constructively to the purposes of the partnership.

There are several conditions which must exist within partnerships in order to
heighten the likelihood or to ensure their success For example, Schlecty and Whitford
(1988) claim that an organic relationship needs to emerge, resulting in a common vision
arising from the pursuit of shared problems. In somewhat the same spirit, Goodlad
(1994) borrowing a concept from the biological sciences, observes that effective
partnerships create a symbiotic relationship, one in which the participants benefit each
other because their needs and interests are complementary and mutually interdependent.
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Symbiotic Partnerships

Whatever the level or degree of bonding which occurs within a partnership, Goodlad
(1994) maintains there are at least four distinct conditions which are requisite for the
creation of a successful partnership:

1. Distinctive differences among the courting parties.

2. The complementarily of these differences--that is, the degree to which each side
contributes to the other's lack.

3. The degree to which the courting parties first envision and then comprehend through
experience the extent to which this complementarily depends on commitment and
effort fully shared

4. Powerful contextual contingencies.

For the first condition, dissimilarity among the partners, to exist beneficially, the
specific domain of each partner must be recognized, respected and preserved. Some roles
and responsibilities can be shared, but some by their nature must be distinctive and
reserved to an individual member organization (Intriligator, 1982). Not only must
members provide uniqueness and dissimilarity, they must preserve and value these
distinctions in one another. As partners work together, they must be careful not to blend
to the point that their contributions become indistinct. For example, as university
professors spend time in the schools they must guard against the tendency to become
identical in role and perspective to their classroom colleagues; they must be careful to
preserve the distinctiveness of the contributions which can and should emanate from the
university. Similarly, as public school personnel participate in research and other
university-like involvements, they must be sure that such participation does not detract
from the focus and expertise associated with their school based role.

Goodlad's second condition specifies that the respective parties in the partnership
must be capable of providing services, resources and perspectives which meet the need
of ‘the other partners and which another partner would have difficulty in providing for
itself Hannay and Stevens (1984) have designated three conditions which contributed to
their own successful collaboration: (1) partners were involved in ways that were active
and equal, neither partner being dominant; (2) each acknowledged the other's perspective
and appreciated the other's role; and (3) both were amenable to giving time and capable
of sacrificing a degree of ego involvement (p.23). The need for such relationships is
reinforced by Clark's (1986) observation that there "have been few instances of
universities or schools or school districts collaborating as equal partners on problems
representing the substantial overlapping of self-interests” (p.ii). Haberman (1971), in
discussing relationships between schools and universities, observes that "both groups are
experts in maintaining their own organization and espousing radical reforms in the
other" (p. 134) When a partnership is satisfying to its members, mistrust and egocentrism
are less likely to occur.

The third condition stipulated by Goodlad requires that the partners in the
relationship be fully committed to and engaged in the anticipated outcomes of the
organization. If one of the partners is lackadaisical or indifferent, the other(s) cannot
adequately or appropriately compensate. Eventually, as trust increases among the
partners, they become more willing to sacrifice for the common good. Thus by building
and furthering the interests of their partners and their shared purposes, they find that
their own needs are more effectively and readily met. Thus they become more fully
engaged in the shared venture.
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Goodlad's fourth and final condition recognizes that the demands of creating a new
organization must be offset by the availability or prospects of extra resources or elevated
status, or by the sense of being in fashion. But as important as these extrinsic rewards
may be in encouraging and sustaining commitment to a partnership, they are not an
adequate substitute for the feelings of personal and institutional satisfaction stemming
from the relationships, interactions and resultant accomplishments available within the
new organization.

Creating, developing and sustaining partnerships is not an easy assignment. Effective
partnerships require patience, sacrifice and hard work partnerships involve risk as well
as effort Comer (1980) wamns that obstacles to effective partnerships may be as simple as
breakdowns in communication between entities or individuals or as complex asan
individual or organization's need for autonomy or for self-direction As Goodlad (1990)
affirms, "This kind of joining is not easy. Indeed, it is so difficult that, at times, the
dynamics of creating a collaborative process often obfuscate the nature of the problems
being addressed: (p. xiv).

Participants within a partnership organization must be especially mindful of this
cautionary note. It is possible that, in the efforts required to establish a relationship of
trust, sharing and cooperation, the participants may come to mistake processes of
achieving richer, more meaningful personal and professional relationships or building a
new set of structures and in'. involvements for the more important goals which are the
purpose for which the organization exists Granted, the organization must be
characterized by positive relationships and by a willingness of the members to work
together. Such outcomes, however, are not sufficient. They are but one requisite for the
achievement of renewal and improvement in schooling and, ultimately, for the
enhancement of student learning. In their supportive but cautionary analysis of the
partnership function, Sarason, Carroll, Maton, Cohen and Lorentz (1977) voice the
dilemma: "Between values and action is a field of mines that far more often than not
absorbs one in the pressures and ambiguities of action at the expense of appropriate -
concern for the values initially giving rise to actions" (p. 7).

Creative Work

Once a school-university partnership has defined itself as an organization and has
begun to develop trust among its members, change initiatives are designed which are
intended to improve pedagogical practice and enhance student learning These initiatives
constitute the creative heart of the partnership, the place where new educational ideas are
conceived, refined, and implemented. Such creative work can focus on one or more of
the four primary goal areas of the partner schools: educator preparation, professional
development, curriculum development, or research and inquiry (see Osguthorpe, Harris,
Harris, & Black, 1996). In the paper we will group such creative work into two
categories: partner school praxis and center of pedagogy experimentation.

Partner school praxis. Partner schools provide a place for changing pedagogy and
improving student learning, a place where theory and practice can literally come together
as university faculty and school educators unite to teach children and youth while
simultaneously preparing the next generation of teachers This gradual coming together
of theory and practice might be called "partner school praxis." Such praxis might be seen
as an underlying goal of all partnership work: the mutual enrichment of pedagogical
theory and classroom practice in ways that each draws upon and nourishes the other.

Signs of such praxis are emerging in BYU's redesigned elementary and special
education teacher preparation programs. Mentor teachers are becoming more involved in
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the conversations that focus on the rationale (the theoretical foundations) for the
program, and university faculty are participating more frequently in the actual teaching
practices that occur in mentor teachers' classrooms. These modifications in professional
roles are changing the ethos of partner schools in ways that participants and visitors alike
can discern And as such changes become more apparent, they are among the most
valued accomplishments of partnership work.

Center of pedagogy experimentation, In September, 1996 approval was obtained to
create the Center for the Improvement of Teacher Education and- Schooling in the
BYU-Public School Partnership. Patterned after the concept of a center of pedagogy
developed by John Goodlad (1994), the Center brought together educators from the
schools, teacher educators, and arts and sciences faculty committed to the simultaneous
renewal of educator preparation and K-12 schooling. One of the first initiatives launched
by the Center has been the " Associates Program" in which a total of 25 women and men
from the five Partnership school districts, the Utah State Office of Education, and BYU
met on nine different occasions for a total of 15 days to discuss a variety of professional
articles and seven books related to teacher education and school
renewal al As a result of the meetings, each participant developed strategies for
improving teaching and learning in their various sites.

The type of experimentation on learning and teaching that has emerged from the
Associates Program has been bolstered by the efforts of a school-based inquiry
consultant” working in the Partnership. This consultant has assisted selected partner
schools to launch inquiry groups in which school and university faculty meet regularly to
pursue questions that are intended to lead to improved educational practice. One of these
inquiry groups is currently exploring the redesign of a master's program for experienced
teachers. Thus in cooperation with partner schools the Center is fostering the kind of
conversation that is changing the ways educators, university students, and children and
youth learn--in partner schools, in associates programs, or in college classrooms.

Accomplishments

If a school-university partnership is to continue to pursue educational change, it must
periodically recognize and celebrate its accomplishments. Without such activity, a
partnership will eventually disintegrate as an organizational entity In the case of the
BYU-Public School Partnership, one might point to a variety of clearly identifiable
accomplishments, changes in teacher preparation, professional development, curriculum
development, and the use of rescarch and inquiry. We will describe four examples of
such accomplishments: the revision of the special education teacher preparation
program, the redesign of the elementary education program, a project to improve the
teaching of science funded by the National Science Foundation, and BYU's multicultural
and international student teacher program.

Special - education program revision. In 1992 BYU's special education faculty, joined
by special education teachers in partner schools, began discussing the future of their
teacher preparation program. The Associate Superintendent of Provo School District
acted as the discussion leader for each of the sessions. To meet the changing needs of
children with disabilities the group developed a proposal in 1993 to discontinue the
undergraduate major in special education and replace it with a post-baccalaureate
program. A

The proposal was reviewed by the School of Education, the Partnership's Governing
Board, and the Coordinating Council prior to being submitted to university
administration and the Board of Trustees for their appraisal In giving its approval for the
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proposed shift to a graduate emphasis in special education, university administrators
expressed their intention to use the proposal as a prototype for other colleges to follow in
developing program revision initiatives.

Elementary education program revision. Approximately 500 students are
recommended by BYU for certification in elementary education each year In response to
comments from cooperating teachers in partner schools and from university
administrators, the Department of Elementary Education began discussing in 1993 the
need to reformulate their undergraduate major. To achieve a thorough revision of
program requirements and offerings, the Department Chair requested that all elementary
education faculty be released from their regular contractual duties for the entire spring
term (two months) in 1994 and that appropriate faculty in the arts and sciences
departments and in the public schools also be released from their duties so that they
might all participate in collaborative planning sessions. Superintendents, principals,
deans, and department chairs each committed resources that would permit their faculty
to participate in the two-month planning sessions. As participants came together in these
sessions to reflect upon the current teacher preparation program and to consider
innovations and alternatives for the future, a sustained conversation developed around
the most critical issues related to teacher education. As the conversation evolved,
relationships developed among faculty in arts and sciences and faculty in education that
permitted the free exchange of ideas and eventually led to the tough decisions that were
required for a complete revision of the elementary education curriculum.

The first student cohorts entered the redesigned program in the fall of 1994, a
program calling for prospective teachers to spend two full academic years in partner
schools in which university and partner school faculty collaborate on courses that
include daily practicum work in K-12 classrooms. During the 1994-95 school year,
extensive evaluation was conducted to determine the effects of the pilot program, and
these data are now being used to prepare a report on the first year of implementation.
Preliminary results indicate that the program met most of its intended goals and should
be expanded this coming year.

NSF project. While the special education and elementary education initiatives
focused on broad-scale programmatic change in teacher preparation, an additional
project aimed at improving teaching and learning in the sciences. Funded by the National
Science Foundation in 1994, the project was designed as a pilot effort that could lead to
a multi-year initiative in the systemic renewal of K-16 science education. Scientists,
mathematicians, and teacher educators, along with science educators from the schools,
all participated in the development of the initial proposal and in the subsequent design
and implementation of a summer training institute, as well as a year-long trial of newly
developed approaches to science education based on mentoring and service learning.
Preliminary data from the evaluation indicate that the project has indeed strengthened the
pre-service teachers' experience in their final practicum, the cooperating teachers' ability
to design and implement service learning approaches in their classrooms, and all
participants' motivation to continue the project in the future.

Not only has the NSF project yielded direct applications in school and university
classrooms, it has led to additional reform initiatives in science and mathematics
education For example, participants in the NSF project have submitted proposals to the
Utah State Office of Education and the U.S. West Foundation, as well as follow-up
proposals to NSF, for initiatives that build on the original project's notions of service
learning, mentoring, and experiential approaches to science education. These proposals
have included continuation of a wetlands service learning initiative begun in the summer
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institute, a project on electron microscopy, and teacher preparation initiatives in National
Council for Teachers of Mathematics standards in mathematics education.

Multicultural and International Student Teaching Practica To provide prospective
teachers with appropriate experience with multicultural and international students, the
Partnership has sponsored urban education programs in Salt Lake City and Washington,
DC and has developed international education programs in Mexico, China, and
Polynesia. In each of these programs students spend a semester in an urban or
international school where, they complete their student teaching requirements under the
supervision of a qualified mentor teacher During the past five years approximately 100
students have completed such practice in urban and international sites It is anticipated
that approximately 50 BYU students will participate in urban and international education
programs during the coming academic year.

Positive Tensions

Changes, such as those described, do not come easily in any partnership. The kind of
collaborative effort required to institute new approaches to teaching and learning
demands that schools and universities give up former ways of thanking and acting and
replace them with more enlightened educational practice. In the process of this kind of
educational renewal, tensions among participants inevitably develop, tensions that
underlic what Fullan (1993) calls "a new paradigm of change." This paradigm
underscores the power of each participant to initiate change, rather than relying
exclusively upon designated leaders who, in the old paradigm, mandated change.

While the new paradigm can yield more lasting and meaningful improvements in
educational practice, we believe that it brings a new set of tensions that must be
acknowledged and moderated if a school-university partnership is to succeed in its
mission to improve leaming and teaching. While the tensions in the old paradigm were
largely negative, centering around disputes over power and control ("Just because you're
my boss,- you can't tell me what to do"), the tensions in the new paradigm are primarily
positive, focusing on fundamental definitions of who we are as human beings and how
our humanness bears upon common goals ("We will work together to help these
students, but we'll do it in a way that doesn't push any of us beyond our limits").

The type of change that a school-university partnership fosters is based upon
authority but not the kind of authority in the old paradigm that came strictly from one's
position or title. In describing the power of individuals to change their own teaching
practice through reflection and action research, Tom Russell coined the term "authority
of experience" (Russell & Korthagen, 1995) Rather than relying on a school principal, a
university professor, or a district curriculum specialist to suggest improvements in a
teacher's pedagogy, educators are encouraged to examine their own classroom practice,
try new approaches, and, through their own experience with the new methods, improve
their own teaching. In partnerships that seek systemic change in both school and

‘university teaching, we suggest the extension of this notion as the "authority of shared

experience." And we believe that it is in the sharing, the collaborative reflection, that
positive tensions arise, tensions that are necessary if school-wide or university-wide
pedagogical improvement is to occur.

Based upon our own shared experience in the BYU-Public School Partnership, we
have identified eight positive tensions that we believe are central to the change process.
While each tension may be viewed as distinct from another, we have grouped them into
two main poles entitled, "Too Subjective" and "Too Objective” (see Table 1). These
poles refer to fundamental human needs, the need to contribute something new, to be
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supportive of others, "let things go," and the need to adhere to the tradition of one's
culture, to prove the worth of one's work, and to live by the rules by which institutions
and citizens are governed. Although both of these tensions are necessary to the change
process, there is danger in moving too far to either side--relying too much on
unrestrained spontaneity or too much on controlled planning. To improve teaching and
learning, a partnership must strike a balance between each of the positive tensions.

- Table 1
Descriptions of Positive Tensions in School-University Partnerships
Tension Too Subjective Balanced Too Objective
Membership | Inclusive Membership: Informed Membership | Exclusive Membership:
There are no requirements | Participation is; based { Participation is limited
for participation; any person | upon  the interests, | to those who meet
or institution is welcome. abilities, and needs of | et requirements.
each partner.

Roles Group Perspective: Role Flexibility: | Individual Identity:
Participants relinquish their | Partners shift roles as | Participants hold to
traditional roles and lose needed while retaining | their traditional roles
their institutional identity. institutional identity. and their institutional

identity.

Commit- Altruism: Participants work | Symbiosis: Participants | Self-interest:

ment solely to meet their partner | work to meet their | Participants work solely
's needs. partner 's and their Own | to meet their own needs.

needs simultaneously.

Planning Spontaneous Renewal Nurtured Development: | Planned Change:
Emphasis is placed on Partners sustain both Emphasis is placed on
unplanned change. planned and unplanned | goal-setting and

initiatives of mutual strategic planning.
benefit.

Approach Champion: Change Inquiring Change Critic: Worthy change

to initiatives of Limited worth | Agenty: Participants initiatives fail because
Change succeed because some support each other in some participants offer
participants champion the thoughtful examination | excessive criticism.
Cause. of each change
initiative.
Amount Expansion: New change Disciplined Openness: | Focus: Current change
of initiatives are embraced New change initiatives | initiatives drive
Change without regard for are considered in light partnership work and
partnership-wide impact. of current work. exclude new proposals
from consideration.
Evaluation Process Evaluation: Collaborative Outcome Evaluation:
: Partners justify their work | Evaluation: Partners Partners demand
based solely on the quality | jointly determine the objective evidence to
of partnership relationships | value of their work justify each partnership
and activities. through both symbolic initiative.
evidence and
measurable results.
Costs - Diversity: Partners make Parity: Participants Uniformity: Partners
Benefits varying contributions and agree that contributions | must contribute the
receive diflerent benefits are yielding appropriate | same resources and
without regard for equity. benefits. receive the same

benefits.

(35)

3



We might compare a partnership to a suspension bridge that has eight main anchor
points representing the tensions, each with a steel tower (representing balance) with the
steel cable on either side of each tower representing the two dimensions of the eight
positive tensions When each of the cables is equally taut, the support poles remain
vertical ("balanced") and the bridge stays upright and secure. But if any cable loses its
tension through neglect, excessive stress, or environmental effects, the bridge loses its
power to support those who wish to travel across it. And if multiple cables are top tight
or too loose, the towers begin to tilt, losing their ability to suspend the main beam, and
the bridge collapses. Using the metaphor of the bridge, Figure 5 illustrates the positive
tensions of school-university partnerships. To explain how each of the tensions can
affect collaborative work, we offer illustrative cases from our own experience in the
BYU-Public School Partnership.

Membership. In partnership work the question arises continually of who should be
counted as a member. On a national level, organizers must determine which
school-university consortia should be included in national networks; on a local level,
partnership governing boards must decide which schools should be considered as partner
or professional development schools; and within a school or university all individuals
must decide to what degree they are members of the partnership While criteria must
guide membership decisions at the national and local levels and pull at least to some
extent on the side of "exclusive membership," there must be room for new institutions to
join or current institutions to discontinue their participation if the organization is to
remain vital and alive. However, individuals within a member school or university
should all be invited to participate fully in the partnership.
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Figure (5) Positive Tensions
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Even though institutions have exerted constant pressure to increase the size of the
National Network for Educational Renewal (NNER), its organizers have intentionally
limited its size to the current 18 partnership sites in the U.S. (Goodlad, 1996) Similarly,
the governing board of the BYU-Public School Partnership has limited the number of
schools designated as partner schools, and in the process has established criteria that
must be met before such a designation is made. In some cases, faculty within a school
that secks to become a partner school have chosen to transfer to another school rather
than participate as members in the newly conceived organization, underscoring the
importance of inviting a// members within the school to consider themselves as members
of the partnership. Likewise, all those at the University are encouraged to consider
themselves as members of the Partnership. Faculty in the McKay School of Education
are admittedly more likely to feel part of the Partnership, but faculty in BYU's arts and
sciences departments are gradually becoming involved in the organization.

Roles. As educators come to see themselves as members of a school university
partnership, they begin to assume new professional roles. School educators may spend
more of their time at the university, and university educators spend more of their time in
the schools Such "cross-cultural” experience leads to a tension between acting on the
host group's perspective as opposed to maintaining individual identity. School educators
might feel at times as if they are expected to behave like university educators, while
university educators may feel pressure to behave like school educators.

Following the first-year pilot study of BYU's newly revised elementary education
cohort program, a meeting was held in a partner school to discuss the merit of the
program Participating mentor teachers expressed concern that university faculty who had
been teaching methods courses in the partner school had assigned university students to
complete assignments in the mentor teacher’s classrooms that did not fit with the
teacher's curriculum University faculty likewise voiced concern that teachers' curriculum
should be more closely aligned with the university course which represented the latest in
pedagogical theory. Partner school teachers, as well as university faculty felt that they
were losing their own identity, that school educators were expected to focus too much on
theory and that university faculty were expected to focus too much on classroom
practice.

The discussion led to a conversation on the importance of each institution and each
participant retaining individual identity while developing a perspective of the group, a
need for flexibility in roles without a complete merging of roles. In this way the school
and university could each contribute uniquely to the new elementary education program
without either partner expecting the other to reject the very differences in organizational
culture that are essential to sustain partnership endeavors.

Commitment. For a partnership to endure, each partner must have a measure of
altruism, contributing freely to the group's goals. But members must also feel that
collaborative efforts lead to the accomplishment of each partner's unique needs, a
relationship Goodlad (1990a) refers to as "symbiosis." If either partner's needs is not met
by the collective effort, the partnership will eventually collapse, regardless of the degree
of altruism that exists.

As the BYU-Public School Partnership was in its early stages of development, this
tension was manifest in a variety of ways. For example, in a partnership conference a
group of junior high school teachers expressed concern that their school seemed to be
"giving much more than the university to the Partnership." Then in a subsequent session
of the same conference, a group of university faculty countered the teachers' comment by
saying that they felt that the university seemed to be giving more than the schools. Both
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partners were thinking more about their own needs than about the needs of the other:
self-interest had overcome altruism.

Such experiences can be defining moments for a partnership, leading either to a
stronger organization or to its eventual dissolution. In the case that surfaced at the
partnership conference, partners discussed their opposing views until they understood
the nature of each participant 's contribution, and in the process began to forge a
symbiotic relationship.

Planning. If roles are to be defined, and commitment is to be developed, participants
must actively work together to improve learning and teaching Such collaborative
initiatives might emerge in the form of highly structured, carefully planned programs, as
spur-of-the-moment creative ideas, or as a healthy mix of structure and creativity. The
NSF project mentioned earlier is an example of finding a mid-point between spontaneity
and structured planning. Before agreeing to pursue the request for proposals from NSF,
the scientists and educators who collaborated on the project had never worked together
as a team The group formed quite spontaneously, considered together a variety of foci
for the project, and came to consensus regarding the goals to follow an inquiry-based,
service learning model.

As the application was prepared, the tension shifted from spontaneity to careful
planning, complying with each of the criteria included in the call for proposals. Once
funding was awarded, the project became a mixture of structure and creativity with each
team member assuming different roles along the way. Then, as the main goals of the
pilot project were achieved and the funding had been expended, a variety of previously
unpredictable spin-off initiatives ensued, such as the wetlands project described earlier.
Reflecting on the project, most would agree that balance needed to be found between the
desire of team members to spontaneously create and the need to carry out the project
with some order and control. This type of "nurtured development” is necessary in any

school-university partnership if change initiatives are to have the desired effect.

Approach to change. Not only do participants need to strike a balance between
spontaneity and planning, but they also must become "inquiring change agents" who
express faith in one another's ability to succeed while at the same moment questioning
the efficacy of the work in which they are engaged. When BYU first began exploring the
possibility of placing student teachers in Washington, DC, a natural tension arose
between those who were championing the idea and those who were criticizing it. The
"champions" pointed to the potential benefits that would come to BYU students who
would gain experience in urban education and pupils and teachers in the inner city
schools who would gain access to energetic student teachers. While recognizing the
potential good that could come from such a project, critics had concerns for the safety of
the student teachers and the challenge of providing them with university faculty
supervision. Permission was finally granted to pilot test the program with a small
number of student teachers, to gather data on its effectiveness, and to then determine its
future.

It was through this data collection that participants in the program both at BYU and
in the Washington, DC schools began to reflect on the project and to offer suggestions
for improving it. The processes for selecting student teachers and mentor teachers and
for preparing both groups for the experience became more refined through a process we
call "inquiring change agentry," an approach to educational renewal in which all
participants examine the experience, discuss needed changes, and work together to
implement the changes As participants become inquiring change agents, they take
responsibility for the program, invest their energy in its development, and assune the
roles of champion and critic as the project progresses.
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Amount of change. Regardless of one's approach to change, a partnership
continually feels pressure to putinto immediate practice every good idea that emerges,
and the pressure to perfect what has already been put into place. Thus some members of
the partnership push to expand in every conceivable direction, while others want to
reduce the size and amount of initiatives to obtain greater "focus." We call the balance
point between these two sides of the tension, "disciplined openness," a mindset that
allows participants to consider a new idea while contemplating how the idea fits with
current partnership work

An example of a balanced approach to change is the current exploration of a new
master's program for experienced teachers. As the new elementary cohort program has
been implemented in partner schools, some mentor teachers have expressed concern that
they are not experiencing the same type of professional growth they see in the
undergraduate students they are mentoring. Many of these experienced teachers want to
pursue an advanced degree but do not wish to leave the teaching profession to become a
counselor or administrator. Neither do they wish to pursue master's study in a single
discipline such as mathematics or language arts education They want to develop greater
knowledge and skills that will permit them to solve variety of pedagogical problems that
emerge from their own classroom practice.

Rather than responding to teachers' requests by immediately admitting all interested
applicants to a quickly redesigned master's program, the Partnership has formed a team
composed of interested teachers and a representative from the school of education. For
the past year the group has been exploring an alternative approach to master's study
entitled "educational inquiry”. Each teacher has investigated a question that has arisen
from her own teaching practice and developed a written plan for implementing the
change in her own classroom. Drawing upon this experience, the group is currently
developing a proposal for launching a formal master's program in 1997 in educational
inquiry The program will rely upon innovative delivery systems within partner schools
so that participating teachers and university faculty will be able to fit the program
comfortably into their individual schedules.

Evaluation. As changes such as the elementary cohort or the new master's program
are implemented, the new approaches must be carefully evaluated. But traditional forms
of evaluation are not adequate in a school" university partnership. As mentioned earlier
in the paper, a type of "collaborative evaluation" is needed that draws upon partnership
relationships (see Osguthorpe, 1996). We have found that the tensions either side of
collaborative evaluation--examining only the process or focusing exclusively on
outcomes--can be positive forces for collecting valuable data, but that balance must be
struck if a partnership is to succeed in its work of educational renewal.

Nowhere among the tensions listed on Table 1 is the need for the authority of shared
experience more apparent than in the tension regarding evaluation. While traditional
authority for determining the worth of an educational program is often given to external
evaluators and administrators, the authority in partnerships is shared by all participants.
Everyone's experience counts: student teachers, mentor teachers, teacher educators,
prospective principals, mentor principals, etc. And it is in the combined experience of all
partners that evaluative methodologies are designed, data are collected, and results are
used to inform educational practice.

During the past two years such data have been collected in the BYU-Public School
Partnership For example, a doctoral candidate recently completed 19 interviews with
partnership participants focusing on perceived changes as a result of the partnership
work. In addition, Schlictemeier (1996) completed a detailed case study of teacher
education programs in the BYU Public School Partnership as part of his doctoral study at
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University of California at Los Angeles. Of particular interest is a study that documents
113 evaluative projects that been associated with the Partnership since its
inception in 1983 (see Parent & Williams, 1996).

Currently, collaborative evaluation efforts have been focusing on the new elementary
education cohort program being implemented in three school districts These evaluations
involve teacher education faculty, faculty in instructional psychology and technology,
mentor teachers in participating partner schools, students enrolled in the cohort program,
and children in these students' classrooms. Because the new program 'belongs” to all
participants, so does the evaluation of its effects. Thus members from each stakeholder
group must come to agreement about the worth of the program- the costs versus the
benefits of the new approach.

Costs-benefits. When a program is found worthy of broad-scale implementation,
partnership members must continually examine its costs as compared with the perceived
benefits For example, if teachers in partner schools believe that their contribution of time
far exceeds that of the university faculty and also believe that the primary benefits of the
teacher preparation program accrue to the university, they will begin to press for
"uniformity” of contribution demanding that each partner spend an amount of time that
correlates with the benefits received. On other occasions, participants may intentionally
not measure the amounts of time and money contributed, believing that such activity can
cause interpersonal conflict and diminish the effectiveness of partnership initiatives, The
tension between uniformity and diversity of contribution is thus always present in a
functioning school-university partnership.

This kind of cost-benefit analysis is currently part of the evaluative process being
used to examine BYU's new teacher education program, During the evaluation, both
sides of the tension have been manifest. In some instances participants have been
concerned about the increased demands on their time; in other cases they have wanted to
focus primarily on program goals and postpone an examination of the amount of
resources contributed to the endeavor. Finding a balance between these two sides--a
position of "parity" in which participants consider not only the purposes behind the
program or the need for uniformity of contribution--is essential if the partnership is to
endure. The kind of reflection that leads to this type of parity is coming gradually to the
clementary education program and to other programs in the BYU-Public’ School
Partnership.

CONCLUSION

In this paper we have described the need for school-university partnerships, drawn
upon the BYU-Public School Partnership as an illustrative case, and offered eight
positive tensions that are necessary to sustain educational renewal in such partnerships,
We have also discussed the role of partner schools and centers of pedagogy as the places
that bring various partners together so that they can find the necessary balance between
each of the positive tensions that inevitably emerge as change initiatives are designed
and implemented. It is our hope that as members of school-university partnerships reflect
on the issues that we have raised, their partnerships will be strengthened and their work
will lead to significant improvements in the leaming of students and the professional
development of educators.
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PREPARING TEACHERS FOR SCHOOL REFORM,
WITH PARTICULAR REFERENCE TO BRUNEI DARUSSALAM

Dr. Sim Wong Kooi,
Universiti Brunei Darussalam

Brunei
INTRODUCTION

Although Brunei Darussalam is, in some ways, different from most countries, many
of its practices, problems and prospects are also similar to those of most other countries.
For example, with a population of approximately 300,000, it qualifies as a "small state";
but it is unique among small states in being an oil-rich Malay muslim monarchy that
attained independence barely twelve years ago. At the same time, Brunei Darussalam is
unavoidably and irreversibly set on a course of global and technological, as well as
social and educational, change.

Like most countries, Brunei Darussalam, llas recently been undertaking a major
systemic review of education, albeit at the pre-primary and primary levels. The problems
identified, such as schools being too examination-oriented, principals lacking in school
management  skills, teachers requiring special skills to help children with learning
difficulties, and pupils lacking in language proficiency, differ little from those of other
countries. But, whether far-reaching changes will be recommended and implemented
depends on the political will and sense of urgency in preparing the next generation for
what is likely to be a vastly different and uncertain future, especially since the
government is well aware of the need to equip them with the kind of entrepreneurial zest
and know-how that would sustain economic growth through exploration, and generation,
of other sources of wealth than petroleum and natural gas, which are likely to run out in
the next few decades to come.

While this paper addresses the issues of preparing teachers for school reform in
general, specific references will be made to the situation in Brunei Darussalam so as to
provide a more realistic framework for examining these issues. Depending on the future
scenario of school reform that is being envisioned, it should be apparent that teachers,
whether pre-service or in-service, will need to be prepared very differently from the

current modes if they are expected to function effectively and efficiently in the new

scenario. Hence, this paper will in effect be concerned as much with teacher preparation
reform as with school reform. In so doing, both the prevailing and the preferred
situations in pre-service and in-service teacher education would be examined. It is, of
course, recognised that a prevailing situation might have been the preferred one at a
different point in time or the preferred situation could be the prevailing one for a
different country.

However, since Brunei Darussalam is set in the midst of one of the fastest economic
growth regions in the world, a characterisation of the perceived prevailing as well as the
perceived preferred situation in some of the Association of South-East Asian Nations (or
ASEAN), in general, and in Brunei Darussalam, in particular, might be of interest to the
World Assembly. In actual fact, there is considerable diversity among the ASEAN
countries in respect of teacher education. For example, there is only one fully
government-financed institution each in Brunei Darussalam and Singapore that looks
after the range of teacher education programmes from early childhood to primary and
secondary teacher education, from pre-service to in-service end postgraduate teacher
education, while there are literally hundreds of institutions in Indonesia and the
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Philippines that are involved in teacher education of one kind or another, with a large
proportion of those in the Philippines run by the private sector. However, in terms of
structure and conceptualization, as well as research concerns (Sim, 1991), there is a large
degree of similarity.

There is an abundance of literature on teacher preparation as well as on school
reform, although considerably less on the juxtaposition of these two areas of concern.
However, each of these areas is muiti-faceted. We could be concerned with questions of
what, why, how, when, where, who, for whom, to what extent, and so on. Howeyver, for
purposes of this paper, only two facets would be chosen for each of these areas.
Likewise, although it is recognised that each facet is manifested in a variety of ways,
only two contrasting aspects will be considered for each facet.

For school reform, the two facets considered are those that vary according to scale or
pace of reform (evolutionary versus revolutionary) and scope or nature of reform
(restructuring reconceptualising). For teacher preparation, the two pertinent facets differ
according to stage or phase of preparation (pre-service versus in-service) and state or
status of preparation (prevailing versus preferred). Although the combination of the two
facets for school reform would result in four different types of scenarios, only two
contrasting scenarios would be considered, namely the evolutionary restructuring and
revolutionary reconceptualising scenarios. For each of these school reform scenarios,
however, the pre-service and in-service scenarios would be discussed together in terms
of the prevailing as well as the preferred scenarios.

The two sets of scenarios are depicted in Tables 1 and 2 as follows:

Table (1)
Possible Scenarios for School Reform
Scopre of Scool Reform
Scale of School Reform Restructuring Rconceptualising
(S) (€)
Evolutionary (E) ES EC
Revolutionary (R) RS RC

Table (2)
Possible Scenarios for Teacher Preparation

Stage of Teacher Preparation

State of Teacher Prep. Pre-Service In-Service
S 0

Prevailing (V) VS VC

Preferred (F) FS FC

Thus, for each of the ES and RC scenarios of School Reform, the prevailing (VS +
VC) and the preferred (FS + FC) scenarios for Teacher Preparation would be considered
in turn.

School Reform Scenarios

In a literal sense, to reform is "to improve an existing institution, law, practice, elc.
by alteration or correction of abuses, to give up or cause to give up a reprehensible
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habit or immoral way of life.” (Hands, 1986). While this connotation for "reform" would
be appropriate to its use in "reform school", it is quite inappropriate when used in
"school reform," where abuse, reprehensible habit or immorality is rarely, if ever, the
basis for school reform in the sense of a major transformation or change to a school or
schools.

According to Hargreaves (1994), "The rules of the world are changing. It is time for
the rules of teaching and teachers' work to change with them." He identified the
following seven key dimensions of postmodernity, which should impel school reform,
even though they tend to be rather paradoxical or ironical:

1. Flexible Economies. "Occupational flexibility and technological complexity create
needs for diversity but also tendencies towards divisiveness."

2. The Paradox of Globalisation. This "creates national doubt and insecurity and
carries with it dangers of resurrecting and reconstructing traditional curricula of an
ethnocentric and xenophobic nature."

3. Dead Certainties. "Moral and scientific uncertainty reduces confidence in the
factual certainties of what is taught, decreases dependency on scientifically 'proven’
'best methods' of how things are taught, and makes it difficult to secure moral
agreement about why things are taught."

4. The Moving Mosaic. "While (organisational fluidity or) 'moving mosaic' structures
of work organisation can be flexible and responsive, they can also be manipulative,
with the organisational parts being manoeuvered by a non-accountable and
inaccessible core.".

* 5. The Boundless Self. "Personal anxiety and the search for authenticity becomes a

continuous psychological quest in a world without secure moral anchors. The focus
on staff development as self-development reflects this process."

6. Safe Simulation. "Technological sophistication and complexity create a world of
instantaneous images and artificial appearances.... Contrived cooperation in the
classroom and contrived collegiality in the staffroom are examples of safe
simulations that can denude the collaborative process of its vitality and
spontaneity."

1. Compression of Time and Space. This "can lead to greater flexibility, improved
responsiveness and better communication in our schools, but it can also create
intolerable overload, premature bumout, superficiality and loss of purpose and
direction."

It is, of course, debatable whether the foregoing characterisation applies to a large or
equal extent to the countries in the ASEAN region. But there is little doubt that the
postmodern trend is perceptibly affecting these countries, especially in the main cities.
With increasing attainment of universal education, increasing levels of education of
parents, increasing mass media exposure to other educational systems, increasing
accessibility to information networking, increasing globalisation of educational

endeavours, and so on, there is also a corresponding manifold increase in demands for

school reform.

Thus far, the so-called school reforms that are taking place in ASEAN countries may
be characterised as Evolutionary Restructuring rather than Revolutionary
Reconceptualisating. Sometimes, new curricula are introduced, but, even though new
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approaches were being suggested, teachers were slow in adopting or adapting them,
reverting to traditional practices whenever they felt that they were not being observed.

For instance, during the 1 960s and 1 970s, many new science and mathematics
curricula were being introduced in Malaysia. In its evaluation, the team led by the writer
(Sim et al., 1973) commented that it was "bothered by the probability, which appears to
be reasonably high in our estimation, that beneath the ice-berg of quite a few additional
comments by principals, teachers and, in some cases, state science supervisors or
organisers, who generally preface them with remarks such as. 'Please don't quote me ...,’
'These are my personal (and not official) views ..., 'or 'I'd like to say what I really think
but I hope you will not include my remarks in your report .. .,' lie the recalcitrant clues
to the persistent problems confronting Science and Mathematics Education in this
country."

Lest its detailed findings escaped important stakeholders who might be able to flip
through the report, the team tried to encapsulate the main findings and recommendations
in two words, "paternalism" and "Janus-face," which were defined and illustrated by
means of two drawings as the frontispiece of the report. Thus, apart from the drawings,
the following statement attempted to characterise the essence of the report:

"Our overall finding is that the major problem confronting the Science and
Mathematics curriculum reform lies in a kind of paternalism which comprises 'a
complacent, over-protective attitude that has a tendency to stifle initiative and reinforce
over-dependence.’ OQur overall recommendation might similarly be characterised by
Janus-face, which we have interpreted as the 'maintenance of an orchestrated
perspective, involving having to look in at least two directions simultaneously. "'

From time to time, new approaches are being introduced, such as deBono's CoRT
programme and a Reading and English Language Acquisition (RELA) programme in
Brunei Darussalam. While the former is piecemeal and does not articulate with the total
curriculum, the latter is slowly evolving and struggling to retain the teachers trained for
the programme as many are being diverted to other new programmes.

The major review of the education system in Singapore in 1978 (Goh, 1978), which
provided compelling empirical evidence to support its far-reaching recommendations, is
basically a restructuring exercise. As the system has been closely monitored, some
fine-tuning continues to be made as the system of streaming evolves. Interestingly,
Brunei Darussalam is also beginning to introduce streaming, but at the secondary level,
such as the GCE 'N' level examination for those in less academic streams and, more
recently, a so-called Level 2 curriculum for those who have repeated their Primary
Certificate in Education examination twice.

Perhaps the current concerted push towards maximum exploitation of information
technology in some ASEAN countries, such as Malaysia's Multimedia Super-corridor
and Singapore's IT Master Plan, could result in a Revolutionary Reconceptualising of the
school system, which would require not only a total commitment to change in all
relevant areas, but also a total rethinking of what it takes to bring about reform towards
educational excellence. There have been many promising innovations from the west
which might obviate the necessity to re-invent the wheel if ASEAN countries are keen
on Revolutionary Reconceptualising rather than Evolutionary Restructuring. For
example, Adler (1982) proposes Paideia schools, where emphasis is on high academic
thinking through:

1. the acquisition of organised knowledge
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2. development of intellectual skills, and
3. enlarged understanding of ideas and values.

He further advocates three different ways of learning, namely:

1. didactic instruction
2. coaching and
3. Socratic teaching.

Sizer (1984) has been actively involved in introducing a Coalition of Essential
Schools, or high schools which systematically reduce the number of subject matters for
the sake of more deeply pursuing core subject matters and emphasise the idea of
"authentic work", where students engage in genuine intellectual inquiry.

Grimmett (1995) discusses the characterisation of Revitalised Schools, in terms of
their emphasis on:

1. Inquiry processes: "4 primary purpose of revitalised schools is to encourage
teachers to understand and engage the minds of learners.”

2. Collaborative work context of inquiry: "An important aspect of teaching and
learning in revitalised schools is that the work context of inquiry and student
learning is collaborative in the sense that teachers and students negotiate meaning
and work activities together."

3. Teachers' sentiments: "Teaching is not just a job for teachers in revitalised schools, it
is a vocation for which they have developed a passion. They are obsessed by the urge
to ‘help others learn and grow'."

4. Sponsoring the teachers' voice: The teachers develop "a moral voice. They speak on
behalf of students. They make promises to students the intend to keep; they reach out
to difficult or withdrawn children to include them in the group; they involve students
in curriculum-making; they insist that the work be that of the students and not an
imposition of the teacher, they are prepared to take risks and face ridicule to contend
Jor student-oriented opportunities to learn.”

J. Viewing knowledge as humanly constructed: " Teachers in revitalised schools view
knowledge problematically, not as being given by external experts but as being
constructed by human agents in the personal and social settings of learning."

Perhaps the most compelling ideas on school reform are associated with Perkins’
(1992) Smart Schools.The goals of such schools entail the retention, understanding and
active use of knowledge, or the development of generative knowledge, which "does not
Jjust sit there but functions richly in people’s lives to help them understand and deal with
the world." The means for achieving the goals are found in thoughtful learning.
According to Perkins, " We need schools that are full of thought, schools that focus not
Jjust on schooling memories but on schooling minds."

Yet another perspective is offered by the Sim & Yip (1990), who suggested a
framework for reforming education by integrating individual student needs, which
should be the main concern of the Ministry of Education, with societal needs, which
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should involve the other Ministries. As shown in Fig. 1, there are four main types of
Individual needs:

1. Intellectual needs, not only in terms of the basics, but also critical and creative
thinking,

2. Industrial needs, in terms of awareness of the world of work and work ethics,
including attitudes towards relearning.

3. Intrapersonal needs, in terms of physical, mental and spiritual health, as well as
aesthetic appreciation.

4. Interpersonal needs, in terms of being sociable and empathetic.

In preparing students to be useful citizens, the needs of Society should also be taken
into account. Again four main types of Societal needs were delineated and each of them
was associated with several Ministries which existed at that time:

1. Security needs, in terms of personal safety and legal protection, which were taken
care of by the Ministries of Defence, Home Affairs and Law.

2. Stability needs, in terms of economic viability and productive occupation, which
were taken care of by the Ministries of Finance, Trade and Industry and Labour.

3. Sustainability needs, in terms of personal and environmental health and quality of
life, which were taken care of by the Ministries of Health, Environment and National
Development.

4. Sensitivity needs, in terms of social intercourse and interpersonal and international
relations, which were taken care of by the Ministries of Community Development,
Communication and Information and Foreign Affairs.

The writer has composed two songs, one for each of two sets of needs. Thus, Y.4.S./
(You Are Speciall), as shown in Annex 1, is supposed to depict the needs of individuals,
while NA. Y. ? (National Are You?), as shown in Annex 2, is supposed to characterise
the needs of society.

It is envisaged that the conceptual framework is sufficiently generic to apply to other
countries. For example, the various Ministries associated with each of the societal needs
are shown in Table 3 for Brunei Darussalam and Malaysia, as well as for Singapore,
since there has been some slight changes in the line-up of Ministries since the framework
was first applied. The framework also highlights three important perspective that are
essential for school reform:

1. The Systemic perspective, in that the essential components are viewed together as a
total system.

2. The Synergistic perspective, in that a proactive stance could be employed by
thinking simultaneously of individual and societal needs.

3. The Symbiotic perspective, in that stakeholders may be identified for collaborative
action for mutual benefit.
Fig.1 Relations between Individual and Social needs.
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Table (3)

Ministries associated with Societal Needs: Three-countries comparison

SECURITY STABILITY SUSTAINA- SENSITIVITY
NEEDS NEEDS BILITY NEEDS | NEEDS
BRUNE *Defence. ¢ Finance. ® Development. ¢ Foreigh
DARUS- *Home Affairs. e Industry & e Culture, Arrairs.
SALAM * Law. Primary Youth & e Religious
Resources. Sports Affairs.
e Health. e Communic-
ation.
SINGA- e Defence. e Finance. ¢ National e Foreign
PORE e Home e Trade & Development. Affairs.
Affairs. Industry. e Community e Communic-
e Law. e Labour. Development. ations.
¢ Health. e Information
e Environment & the Arts.
MALAY- e Defence. e Finance. ¢ National e Foreign
SIA e Home ¢ International Unity & Affairs
Affairs. Trade & Community o Information
e Law & Industry. Development. e Culture, Art
Cooperative | e Primary * Youth & & Tourism
Development. - Industries. sports.
e Agriculture. e Science,
e Human Technology
Resource. & the
® Enterpreneiur Envx.ronment
Develpoment * Housing &
e Domestic Local Govt
Trade & * Transport
Consumer e Works
Affairs. e Health
¢ Rural Devt. e QOublic
Services

Preparing Teachers: Prevailing Scenarios

It is perhaps an understatement to say that there has been considerably more research
and reflection on teacher education in the western literature than in what has been
published in Asia. (e.g, Galton & Moon, 1994; Holmes Group, 1995; Houston et al.,
1990; Reid et al., 1994; Tisher & Wideen, 1990; Wideen & Grimmett, 1995). It has also
been the case that Asian writers have been less self-critical than their western
counterparts.

Recently, in the process of reviewing its various programmes for preparing teachers,
the Sultan Hassanal Bolkiah Institute of Education decided to convene a National
Colloquium “Towards Developing and Strengthening Partnerships in Teacher
Education" ori 16 - 19 September, 1996. Representatives from the Institute, the Ministry
of Education and the schools took part in the process of re-examining practices,
problems and prospects of the early childhood teacher education, the primary teacher
education, the secondary teacher education, teaching practice and in-service teacher
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education programmes. In order to provoke the participants to be more self-critical, some
"briefs" were specially prepared to highlight issues that have received scant attention.

In order to provide a flavour of the issues that confronted the participants, the
following statements on Problems and Prospects of Teaching Practice (Sim et al., 1996)
are reproduced in full;

Problems

Even though hardly any research has been conducted in the area of teaching practice
in Brunei Darussalam, few, if any, would disagree that TP is a crucial component in
pre-service teacher education. Studies of beginning teachers' perceptions in other
countries have invariably pinpointed TP as the most useful component. And yet, judging

- from the following critical reflection of current practices at SHBIE, TP has apparently

not been accorded the highest priority it deserves.

(a) TP seems to be more ritualistic than relevant, in that most staff SHBIE seem to be
more concerned about routine procedures and fulfilling the number of weeks of TP
and the number of visits per student rather than exploring and sharing better ways
of conducting TP supervision and evaluation.

(b) TP has tended to be treated as a separate entity outside of term time and not
articulated with other components of the programme. Until recently for primary
teacher education, TP is held during the long vacation and, especially for staff who
have to travel long distances to supervise the student teachers, the block of
vacation time for possible sustained research is being sacrificed. In the case of
secondary teacher education, TP continues to be conducted during the long
vacation,since,understandably the other Faculties that conduct content courses
would not be supportive of having to confine their teaching per semester to only
those weeks when their students are not away from the campus for TP. These
teachers are also at a disadvantage compared with their contemporaries in the
primary teacher education programmes, or in non-education programme, as they
will not be able to begin employment until they have completed TP during the long
vacation.

(c) Those in charge of Methods of Teaching or Curriculum Studies courses seldom, if
at all, share with other lecturers, who have also to be involved in TP
supervision,what they look for in their respective subjects. There is little or no
attempt by supervisors to compare, let alone discuss, the criteria they use in
evaluating TP, and the process of TP supervision so as to ensure greater
consistency in supervision and evaluation practice.

(d) So far, TP carries little or no weight in the final degree/certificate classification
exercise, partly because there is not much variance in the pass grades and partly
because the TP grades are received afler the University Exam. Board meets, when

students are classified on the basis of theory grades, albeit subject to their passing
TP.

(¢) There is no due recognition of TP in the form of a book prize, as is the case of
other Faculties that award book prizes to their top students for each subject.
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Instead, there are overall book prizes, but, as indicated above, TP grades seldom
count, if at all.

(f) When there are more than one stage of TP, the differentiation, if any, between the
stages is more in the nature of teaching different subjects (e.g. major or minor
subjects) rather than a progressive shift towards developing the kind or type of
teacher required (e.g from one interested only in survival skills to one actively

applying reflective inquiry).

(@ There are no guidelines on the appointment of co-operating teachers and little, or
no, attempt to ensure that they are properly briefed on their expected roles and
functions, especially in terms of partnership in the professional development of
Sfuture colleagues.

Prospects

Rather than cosmetic tinkering, a radical review of TP is essential, including such
Seatures as the following:

(a) Progressive differentiation of the stages of TP, starting from an initial preparation
or orientation, through supervised classroom practice, to reflective experience,
including possible action research for improving practice.

(b) Provision for individual differences through differentiated experience and
supervision, with exposure to a representative sample of classroom situations
which call for confident and competent teaching.

(¢c) Re-examination and validation of the evaluation instruments, including regular
attempts by supervisors to compare the criteria they use in evaluating TP in order
to ensure greater consistency in supervision and evaluation practices.

(d) Review of the weightage accorded to TP in the overall grading, including the
avoidance of TP being held at the end of the final year and the possible inclusion in
the transcript of particular strengths in teaching.

(e) Articulation of TP with other courses in the programme and mobilisation of all
academic staff in TP supervision.

() Special workshops or courses on supervision for co-operating teachers, including
certification for becoming associate supervisors, after completion of a stipulated
number of courses.

(g) Systematic evaluation and documentation of TP experiences and observations, the
establishment of school profiles, including special strengths in supporting the
optimal development of student teachers as skillful, informed and reflective
professionals. -

While similar problems and prospects were discussed in respect of the other

programmes, the main shortcomings of the prevailing scenarios for preparing teachers
may be summarised in terms of the following generalisation:
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1. Those responsible for developing and implementing programmes and activities in
teacher education have tended to be input-oriented rather than output-oriented in
the sense that they view teacher education from only their specialised vantage
points of what they are willing and able to do rather than what is most beneficial to
preparing the kinds of teachers who are, in turn, likely to benefit the schools
optimally. There is therefore a lack of a Systemic perspective, where individual and
collective decisions are made with clear understanding of how the parts are related
to each other and to the whole system.

2. There seems to be a reluctance to invest in innovative initiatives for conserving
effort by re-examining assumptions pertaining to sacred structures and ritualistic
practices, such as was. carried out by Tom (1995), and actively search for more
effective, more efficient and more equitable ways of preparing teachers. There is
therefore a lack of a Synergistic perspective, where proactive measures are being
explored to optimise value-added outcomes of teacher preparation.

3. Few teacher educators are good role models of collaborative and cooperative
learning, which has been much touted by them. While it is useful to be aware of the
dangers of collaboration, such as when it becomes "comfortable and complacent,
conformist, contrived and cooptative” (Hargreaves, 1994), there is a lack ofa
Symbiotic perspective, where teacher educators have more to gain through sharing
of their expertise and experience in collaborative action than in operating alone.

Preparing Teachers: Preferred Scenarios

- The recent National Colloquium also discussed future directions, while taking into -
consideration some useful inputs from five eminent scholars from overseas. In response
to the variety of inputs, the writer (Sim, 1996) attempted to highlight the main issues in
orchestrating partnerships in teacher education in terms of the following eight pairs of
Cs:

1. Change & Continuity

2. Context & Coherence

3. Comprehensiveness & Complementarity
4. Creativity & Credibility

3. Confidence & Competence

6. Communication & Congruence

7. Commitment & Care

8. Co-operation & Competition.

While it is beyond the scope of this paper to exemplify and elaborate on each of them
to the degree that was possible at the National Colloquium, it is hoped that the following
brief explanations would suffice to convey the crucial points in establishing partnerships
in teacher education: .

1. Change & Continuity

Teacher education needs to prepare teachers for a rapidly changing environment. Not
only must teachers be aware of important trends affecting the family, the community, the
nation and the world, but they need also to reflect on how they themselves should change
in order to prepare the future generation for the changing scenario. In this regard, the
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initial preparation, induction and in-service education of teachers need to be viewed as
part of a continuum of life-long professional development. The change from an existing
to a new system should therefore be continuous rather than abrupt, as we do not want to
throw away the baby with the bath water.

2. Context & Coherence

Student teachers need to be exposed, either experientially or vicariously, to different
contexts in the same or in different schools. They should then be able to develop
coherent adaptive teaching approaches, based on what different types of students need
rather than what they want. While preparing them for different environments that exist at
present, it is also important to prepare them for a future environment. Although
crystal-ball gazing is a tenuous task, it is possible to be proactive by preparing for a
future, desirable scenario. For instance, in the early 1980s, when the writer, as Director
of the Institute of Education in Singapore, talked to newly graduated teachers, it became
apparent that innovative ideas that they learnt in pre-service education have had to be
abandoned simply because there was little or no support from their principals and heads
of department. With encouragement and support from the Ministry of Education, we
were able to mount special programmes for preparing prospective principals and heads
of department for more instructional and transformational leadership. Judging from
feedback from newly graduated teachers some eight or more years later, this approach of
taking the total context into consideration and the need to ensure coherence in the
development of all personnel in schools has apparently paid off.

3. Comprehensiveness & Complementarity

The framework for inter-programme partnerships is meant to be comprehensive in
dealing with all conceivable kinds of partnerships within SHBIE as well as between
SHBIE programmes and other programmes and to highlight the complementary nature
of the various programmer. While ad hoc arrangements are unavoidable, investment in
strategic planning through systemic and proactive approaches is crucial for teacher
education. There is strong conviction that human and other resources could be
significantly conserved in teacher education if excess curriculum baggage is drastically
trimmed, while course articulation and staff complementarities are taken seriously into
account.

4.  Creativity & Credibility

Needless to say, the increasing opportunities and constraints challenge teachers and
teacher educators alike to be creative and innovative. However, to reduce the degree of
risk-taking and enhance their credibility, they need to be more research-oriented and
endeavour to support important practices with empirical evidence. Some workshops
have suggested that academics should attach themselves to schools and demonstrate that
their new ideas are workable by trying them out in these schools. It may not, however,
be possible for them to be attached for a substantial period of time, unless they utilise, or
sacrifice, their leave to do so. Alternatively, they might be able to arrange with schools
to turn up once a week, assuming that their teaching load at the university is not too
heavy.
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5. Confidence & Competence

Besides incorporating research, especially action research, into all teacher education
programmes - pre-service, in-service and postgraduate -, a number of collaborative
research projects will hopefully help teachers to be more confident and competent in
reflective  self-regulation. Even teacher educators need to develop confidence and
competence, unless they subscribe to Shaw's adage that: Those who can do, those who
can't teach, together with a cynical addendum that: Those who can't teach, teach others
to teach. Some workshops have also stressed the importance of developing confidence
and competence among Cooperating Teachers through special courses on mentoring,
supervision and evaluation. This is precisely what we at SHBIE have been thinking of,
but the courses need to be carefully planned and will therefore take a little while for
them to be offered.

6.  Communication & Congruence

While exploring a variety of ways of communicating with our partners schools and
the Ministry in particular -, such as via publications, seminars and electronic networking,
the Sultan Hassanal Bolkiah Institute of Education hopes to develop greater congruence
in the approaches and beliefs that underpin teacher education initiatives by investing
more in the training of educational leaders through postgraduate programmes and
in-service courses for specialist teachers and co-operating teachers.In the meantime, it is
important to recognise that there is usually considerably more congruence than

~ differences among the various stakeholders in terms of what is desirable in teacher

education. We therefore need to develop and strengthen communication and congruence
through intra- as well as inter-programme partnerships. With regard to inter-programme
partnerships, the following framework as shown in Fig. 2 has been suggested:

(Fig. 2)
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[SEP]
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7. Commitment & Care

While different conceptions of the ideal teacher are possible, teacher education needs
to be steadfast in its commitment to, and care of, teachers who are interested in
developing some of the characteristics of an ideal teacher. Many workshops have
highlighted the importance of commitment and the importance of care has been stressed,
especially in early childhood education. While different people will have different
conceptions of what constitutes an ideal teacher, the one that the writer has been using is
embodied in a song, entitled To Teach, where Teach is both a verb used to characterise
what an ideal teacher does as well as a noun which is a colloquial term for a teacher, to
whom the song is dedicated. The eight qualities that are highlighted in the song are that
the ideal teacher is one who is Task-oriented, Enthusiastic, Autonomous, Caring,
Humorous, Enterprising, Reflective and Skillful

8. Co-operation & Competition.

While it is important to stress independence rather than dependence, it is possible to
develop a kind of interdependent independence in teacher education by using
co-operativeness to achieve competitiveness, For instance, assignments or projects have
been designed to encourage students to work in groups as well as individually. While
differentiation will be based on their individual efforts, the group component will
encourage them to seek ways, as well as to develop propensities, to function as effective
team members.

The main issues or ideas discussed in respect of pre-service teacher education,
in-service teacher education and teaching practice vis-a-vis the eight pairs of Cs are
shown in Tables 4, 5 and 6. It would be beyond the scope of this paper to discuss these
issues or ideas any further. Instead, it might be useful to note that the eight pairs of Cs
may be re-grouped under three categories which are associated with the three
"meta-strategies” that have been employed in reconceptualising the strategies that are
being formulated for the current exercise in Strategic Planning for the Sultan Hassanal
Bolkiah Institute of Education. A meta-strategy is itself a strategy, but one that provides
an integrative framework for other strategies. The three meta-strategies that have been
identified are the "systemic,” "synergistic" and "symbiotic" meta-strategies.

The Systemic mesa-strategy may be defined as the Strategy of viewing the entire
system, as well as its sub-systems and supra-systems, in terms of structural, functional
and interactive relationships and relevant inputs, throughputs and outputs. The writer
has often used a bird analogy to characterise a meta-strategy. In the case of the systemic
meta-strategy, it is analogous to Having a bird 's eye view, as well as a worm 's eye view.
It involves a panoramic or comprehensive view of the the whole situation, while at the
same time recognising the importance of contextual differences and complementary
relationships. It also emphasises the need for coherence in viewing various
inter-relationships as well as continuity in taking cognisance of the time perspective,
especially when change occurs. Hence, the Systemic meta-strategy is closely related to
the three pairs of Cs, namely Change & Continuity, Context & Coherence and
Comprehensiveness & Complementarily.

The Synergistic mesa-strategy is defined as the Strategy of generating wider-ranging,
value-added outcomes through proactive planning and the innovative integration of
otherwise disparate actions. Again, using a bird analogy, this is like Killing two or more
birds with one stone, and retrieving the stone for further re-use. Innovative or creative
thinking is required in order that the outcomes produce greater mileage. However, in
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order that the new ideas would be more acceptable, or credible, some empirical evidence
would be needed through investment in research. As a matter of fact, it is hoped that
ultimately, the teaching profession would be research-oriented. For this purpose, they
need to develop confidence and competence in research over their normal teaching
functions. The Synergistic meta-strategy is therefore closely related to the two pairs of
Cs, namely Creativity & Credibility and Confidence & Competence.

Finally, the Symbiotic mesa-strategy may be defined as the Strategy of seeking
collaborative involvement, and possible networking, of relevant stakeholders for mutual
benefit. Using a bird apology once again, this situation is similar to that of Getting birds
of the same feather, as well as birds of different feathers to flock together. In dealing
with people, or the featherless birds, the need to avoid communication breakdown, and
reach congruence, is crucial, especially in view of the diversity of backgrounds and
perspectives. When the team members or partners are more committed and caring, it
would be possible for them to collaborate or co-operate and, through teamwork, become
competitive at the same time. Hence, the Symbiotic meta-strategy viewed as being
closely related also to three pairs of Cs, namely Commumcatzon & Congruence
Commitment & Care and Co-operation & Competition.

CONCLUSION

It is patently clear that teacher preparation reform should not only be a ¢ontinuing
process, but also one that proceeds in tandem with school reform. As a matter of fact,
teachers need to be prepared not only to deal with the current scenario, but also with
future desirable and plausible scenarios. In this regard, teacher educators need, in the
first place, to adopt a systemic view of likely individual and societal needs that the
school system, together with possible partners, can and should endeavour to help fulfill.
As their roles in teaching, research and community service are numerous and complex,
they should also actively search for synergistic ways of addressing the anticipated
problems, such as by having research in-built with teaching and community service as
well as helping to develop a research-oriented teaching profession. Obviously, they
would also need to develop symbiotic relationships with relevant partners in
collaborative programmes and projects for the benefit of all.

While much of teacher preparation reform is likely to be evolutionary in nature,
when the opportunity lends itself, teacher education institutions must push towards
revolutionary changes as well. Whether we speak of reforming, revitalising,
reengineering or reinventing teacher education, it is healthy to invest in such a process
from time to time. Hopefully, the process should not be entirely restructuring nor
reconceptualising, for they should go hand in hand. Although teacher educators. who
preach the need for change, are never comfortable with change themselves, the only way
to prepare teachers for school reform is for teacher educators to prepare themselves for
teacher education reform. At least, at the Sultan Hassanal Bolkiah Institute of Education,
the initial steps have already been taken for a journey that is going to be less than
smooth.

92

)



Table (4)

Examples of Important Issues or Ideas on Pre-service Teacher Education

Issues / Ideas Pairs of Cs

1. | Need to prepare teachers for changing environment (¢.g. | Change & Continuity
changing family, concepts of learning and technology).

2. | While long term plans are afoot to develop innovation- Context & Coherency
supportive environments, student teachers must also
learn to adopt, and later improve on, existing practices.

3. | There is need to explore, and capitalise on, inter- Comprehensiveness
programme partnerships of various kinds. & Complementarily

4. | Academics could be attached to schools, say one day per Creativity &
week, and be involved in collaborative teaching and research. Credibility

5. | Collaborative research projects like CATER will help Confidence &
teachers to be more confident & competent in reflective Competence
self-regulation.

6. | Communicating with schools and Ministry through Communication &
properly edited newsletters, email & invitation to Congruence
meetings, sometimes conducted by school or Ministry
representatives.

‘1. | Conception of “ideal teacher,” with positive attitudes and | Commitment & Care
high degree of motivation, to be developed and '
reinforced.

8. | Students should experience, and be assessed, working Co-operation &

' co-operatively and individually. Competition

Table (5)

Examples of Important Issues or Ideas on In-service Teacher Education

Issues / Ideas Pairs of Cs

1, | Planning for continuing professional development for all. | Change & Continuity

2. | Pattern of personal development is as important as Context & Coherency
monetary and other incentives for teacher involvement in
professional development.

3. | Linking pre-service and in-service teacher education as Comprehensiveness
well as teacher induction, short courses and award- & Complementarily
bearing courses.

4. | Need for systematic and systemic needs survey. Creativity &

Credibility

5. | Collaborative research agenda on Developing Confidence &
Professional Competence. Competence

6. | Communicating goals, principals and models of quality Communication &
professional development. Congruence

7. | Importance of action research and sustained Commitment & Care
commitment.

8. | Importance of school-based and school focused in- Co-operation &
service course. Competition
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Table (6)

Example of Important Issues or Ideas on Pre-service Teaching Practice

Issues / Ideas Pairs of Cs

1. | Need for progressive differentiation of the stages of TP. Change & Continuity

2. | Placement of student teachers for TP to be based on Context & Coherency
needs rather than their choices.

3. | Need for TP to be articulated with other courses, Comprehensiveness
especially MOT/CS and Pedagogical Studies courses. & Complementarily

4. | Innovative approaches, such as involvement of student Creativity &
teachers in critical reflection and collaborative action Credibility
research, should be researched and evaluated.

5. | Orientation or training of-co-operating teachers, Confidence &
especially on teacher supervision and evaluation. Competence

6. | Supervisors in SHBIE need to concur in what and how Communication &
they supervise and evaluate before attempt to Congruence
communicate what are expected of co-operating
teachers.

7. | possible variations in TP arrangements not only among Commitment & Care
different pre-service programmes but also for different '
student teachers.

8. | Pairing or teaming should be explored during TP, while Co-operation &
encouraging individuals to develop their pedagogical Competition

.| competence as fully as possible
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Y.A.S!

CHORUS: Y.A.S! You Are Special
You are an individual
Not just a boy, or a girl;
Nor normal, or monolignual
Y.A.S! You Are Special
You are an individual
VERSE 1
Your needs are Intellectual.
To see beyond the visible. Intellectual needs such as:
To think of things unthinkable. »{Developing critical thinking.
It’s really Y.A.S, it’s real. Developing creative thinking.
VERSE 2
Your needs are Industrial. -
To optimise your potential. Industrial needs such as:
To change with changes changeable. »|Optimising Potential.
It’sreally Y.A.S., it’s real. Optimising Adaptability.
VERSE 3
Your needs are Intrapersonal.
To love things eternal; Intrapersonal needs such as:
To be healthy, not jut physical. p|Sustaining Interests.
It’s really Y.A.S., it’s real. Sustaining Health.
VERSE 4
Your needs are Interpersonal.

To learn how to be sociable.
To be open, yet not guillible.

y

Interpersonal needs such as:
Relating Socially.

It’s really Y.A.S., it’s real.
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L N.A.Y.? |

CHORUS:
National are you? NA.Y.? National are you?
Do you only satisfy individual needs?
Or do you try to satisfy individual needs
With the view to satisfy societal needs?
National are you? N.A.Y.? National are you?
VERSE 1
Security needs:
supported by:
How do we build a secure society?
To its total defence, we all should rally. Ministries of Defence,
Subversives at home would really have to worry, Home Affairs
As justice is assured by the laws of the country. and Law
VERSE 2
Stability needs
supported by:
How do we build a Stable sodiety?
With financial reserves strong and steady. Ministries of Finance,
For trade and industry, we have a global strategy; Trade & Industry
Our labour force is committed to productivity and Labour
VERSE 3
Sustainability needs
supported by:
How do we build a Sustainable society?
Where we all stay healthy in mind and body. Ministries of Health,
We need to ensure our environment is clean & tidy; Environment and
Good housing and utilities are available aplenty. National Development
VERSE 4
Sensitivity needs
supported by:
How do we build a Sexlsitive society?
We'll develop and care for all in our community. Ministries of Community
To communicate, we’ll apply information technology; Develop “}“*“F
Communication and

With other countries, we 1l live in peace & harmony.
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Qualities of
Good TEACHERS

Disposition
to: to be:

zask-oriented

inthusiastic

A utonomous

Enterprising
gf.eﬂective

Skilful
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CHORUS:

VERSE 1.

VERSE 2:

VERSE 3:

VERSE 4:

| - TO TEACH I

If only dreams come true;
If only Teach would teach,

And Practise what we‘d preach-

To learn, to love, to live, to lead

To teach is to learn, to learn how to learn.
If Teach does not know what to learn,

how to learn.
What would happen if

in this changing world
The only one who’s unchanging

is good or Teach?

To teach is to love, to love all you teach.
If Teach does not care for the ones

in her care,
What would happen if, in this

uncaring world,
The one who's all head not heart

is good or teach.

To teach is to live, to live and re-live.
If Teach isn‘t sure when it's right

to be wrong,
What would happen if
in this complex world,

The one who can’t enjoy the simple joys
is good or Teach.

To teach is to lead, to lead, not mis-lead.
If Teach does not know how to follow yet to lead,
What would happen if|
in this competitive world,

The one who's given up the fight
is good or Teach

83)



CHORUS:

VERSE 1:

VERSE 2:

VERSE 3:

VERSE 4:

As educators, we must be prepared to have high aspirations as
well as to genuinely subscribe to what our students, as well as
we ourselves, should learn, namely “to lean, to love, to live
(and) to lead”.

In learning to learn, teachers should be Skillful in acquiring and
applying knowledge, as well as being Reflective of learning in
the context of changing demands. '

In learning to love, teachers should be fully committed to what
they teach or to be more Task - oriented, as well as to adopt a
Caring approach towards their students, especially those with
learning problems.

In leamning to live, especially in a complex and stressful world
of teaching, teachers should continue to be Enthusiastic by
learning to enjoy and contribute to the Humorous side of
teaching and learning.

In learning to lead, teachers should realise that, while they have
often to follow directives, they can and should be Autonomous
and Enterprising in preparing their students for a competitive
world.
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ECONOMIC GROWTH AND THE INTERNATIONAL

TRADE IN EDUCATION REFORM *

Stephen P. Heyneman
The World Bank
USA

INTRODUCTION

Issues of trade, health, agriculture, and science have been at the forefront of
international discussions. Education has traditionally been confined to domestic
problems and, therefore, has generated less extensive exposure at the international level.
This is now changing. Education is increasingly a focus of international attention and
education reform ideas are frequently traded from one part of the world to another. The
reason for this trade is that traditional arguments for investing in education are changing,
particularly the arguments for investing in basic or compulsory education. This paper
attempts to describe the basis for the trade in education reform by describing the changes
in the argumentation over basic education.

First, it summarizes the traditional arguments for making basic education
investments, emphasizing that quality is low and the economic returns in both learning
and earnings are likely to be higher than from investments in secondary, tertiary or
vocational education. Second, the paper summarizes problems with this traditional view
-- the fact that expectations for economic performance have changed; that standards for
the quality of basic education have changed; and that other levels, specializations, and
functions of the education sector are interdependent. If insufficient attention is paid to
these linkages, investments in basic education can have a distorting effect.

The paper then summarizes new arguments for making educational investments.
These include the need to create: (i) skills necessary to be productive in a new kind of
economy; (ii) a distortion-free education system, and (iii) a socially cohesive society
through education mechanisms.

Twenty years ago it was common to assume that investment in basic education was a
problem limited to low income countries, but this is no longer the case. Expectations for
the performance of basic education is a continuum. All countries require new
investments and, therefore, share a basic dilemma. Requirements for social cohesion and
economic competitiveness raise new expectations for basic education, resulting ina
demand for system-wide effectiveness larger than the public resources available. This
dilemma commonly leads to a tough questioning of traditional mechanisms of education
administration, finance and provision. Since this dilemma is universal, the result has
been a massive expansion of international trade in ideas about education reform. This
expansion in trade can be expected to affect international relations among states and
nations in the field of education well into the next century.

The opinions are those of the author alone and do not necessarily represent those of the World Bank or any
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Traditional Arguments for Investing in Basic Education
QUALITY IS LOW

The macro-economic problems of the 1970s and 1980s threatened improvements in
educational access and quality which many developing countries experienced in the
1960s. The economies were adversely affected by the decline in primary product prices,
increases in petroleum prices, and obligations to service public debt. During this period,
expenditures/ student rose by over 40 percent (from US$1229 to US$2257) within
industrial economies of the Organization for Economic Cooperation and Development
(OECD). For middle income countries student expenditures rose by 25 percent (from
US$135 to US $180), but in the less developed countries, expenditures/student declined
by a third (from US$122 to US$81). There is a traditional gap in spending between low
and high income countries, but the gap increased during this period. In 1960 the average
OECD country was able to spend about 14 times more per student than the average less
developed country (Heyneman, 1990; Heyneman and Fuller, 1989). By 1970 that
difference had grown to 22:1, and by 1980 it had grown to 50:1. (Figure 1). These
developments reinforce the conclusion that the quality of basic education in the
developing countries was very low, and in many respects, it was declining relative to the

quality of education in high income countries.

Figure 1
Education Spending GAP
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INVESTMENTS IN BASIC EDUCATION: HIGHER THAN FOR OTHER
LEVELS

Two traditional arguments have been used to support this conclusion, one based on
evidence of external efficiency, the other based on evidence of internal efficiency. Since
the 1970s it has been argued that the economic rate of return to investments in basic
education have been higher than for either secondary or for tertiary education, and that
this difference in rates of return by level is particularly characteristic of countries at the
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lowest income levels. The 1980 World Development Report (World Bank, 1980) for
instance, displayed average returns to investments in basic education in the lowest
income countries as about 27 percent, with 17 percent return for investments in
secondary education; and 12 percent returns for investments in tertiary education. If
middle income developing countries were included, the figures were 24 percent; 15
percent and 12 percent. In the higher income countries the comparable figures could not
include basic education (which was universal, hence without sufficient variance), but

could include returns to investments in secondary (10 percent) and tertiary (9 percent).®

The evidence on internal efficiency was slightly different. Data on different levels of
education were insufficient to generalize across countries, but were sufficient to draw
some conclusions about the potential productivity of basic education in one country
versus another. A summary of that evidence, first publlshed in 1983, can be found below

in Figure 2.%

This figure separates influences on academic achievement into two large categories;
those over which educational authorities have no control (a child's socio-economic
-status, gender, ethnicity, home environment) and those over which educational
authorities have considerable control (teacher quality, school administration, physical
facilities, pedagogical equipment etc.). The aggregate influence of these in-school and
out-of-school influences on achievement in science is calculated for 15 developing
countries and 14 industrialized countries.

In industrial countries, such as Australia, New Zealand, Scotland, and the
Netherlands, the largest influences on science achievement are the out-of-school factors
over which educational authorities have no control. In the developing countries it is the
opposite. The largest influence on science achievement are the factors over which
educational authorities have control. In fact, the relationship appears to be linear -- the
wealthier the country the more science achievement can be explained by out-of-school
influences; the poorer the country, the more science achievement can be explained by the

quality of the school and its teachers.” This implied that the impact of an investment in

school quality might be expected to be very different in different parts of the world. In
general, the lower the income of the country, the higher the expected impact of that
investment. If one were to take an amount of money and invest it anywhere in the world
for the purpose of increasing science learning, the investment would have more impact
on students in, say India than it would on students in, say Indiana.

These two arguments appeared compelling in the 1980s. They helped to stimulate
research on other influences of basic education (health and family planning behavior for
instance); they helped to focus attention on the impact of economic problems on the
poor, to generate a consensus among countries on basic education-for-all; and to lay the
groundwork for the re-ordering of priorities within international agencies of the United
Nations, bilateral development assistance agencies, and national governments in many
different parts of the world. Basic education was believed incontestably important for
reasons of both economic efficiency and social equity.
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Problems with the Traditional View

These traditional arguments have been overtaken by several changes. Expectations
for economic performance have shifted since the 1970s making the previous definitions
of ‘basic’ education outdated. New definitions of basic or compulsory education apply
not only to low-income countries but to all countries. This has led to a greater
understanding of the education sector, and in particular, the degree to which various
functions depend upon each other for efficient operation. This, in turn, has led to the
realization that a concentration of attention only on one part of education, such as basic
education, can have a distortionary effect on other parts. This would suggest that
domestic education authorities as well as international agenices would be more effective

“were they to not decide on educationl priorities by level, but rather after careful

reflection about the system at large.
ECONOMIC EXPECTATIONS HAVE CHANGED

In the 1970s and 1980s, it was common to rely on the state for economic growth
(World Bank, 1995a, 1995b, 1995c) and on official development assistance for
stimulating the state. Today private transfers of investment capital outstrip official
development assistance (World Bank, 1996). Moreover, within countries, private
investment to less privileged areas may also be more than what is be expected from
official governmental sources. Regions in different parts of the world now compete for
the same private investment. A computer manufacturing plant might be located in
Northern Ireland or southern Italy; a textile plant in Bangalore or Senora; a farm for
winter oranges in Kenya or Morocco. What determines the choice of where to invest?
Why does investment capital flow to one location over another?

Many factors determine investment confidence, such as rules regarding the
repatriation of profits, taxation policy, and risk of property expropriation. Another
factor is labor productivity, with more investment likely in areas of higher worker
productivity. In East Asia and the Pacific, the growth of GDP/worker increased from 4
percent between 1965 and 1980 to 5 percent between 1980 and 1990, and to almost 8
percent between 1990 and 1993. The growth of GDP/worker actually declined on
average in OECD countries, in Sub-Saharan Africa and most dramatically in Europe and
Central Asia. It also declined substantially in the Middle East and North Africa,
particularly after 1990.

Worker productivity can also be monitored through trends in per capita exports. By
this measure the Middle East and North African region has demonstrated consistent
increases, from about $40/capita in 1981, to $50 in 1985, to $100 in 1989, and finally to
about $120 in 1993. However, the increases in Latin America (from $50/capita in 1985
to $100/capita in 1989; to $200 in 1993) exceed those of the Middle East and North
Africa by a large margin. Still, the increases in East Asia (from $50/capita in 1981 to
$275/capita in 1993) exceed those of Latin America. Lastly, the increases in the Europe
and Central Asia region (from $75/capita in 1981 to over $300/capita in 1993) are the
greatest. The lesson is that even though productivity is increasing in general, it is
possible for productivity to increase in one region yet fall behind other regions where
improvements are occurring at an even faster rate.

How do productivity improvements occur? The work place seems to be profoundly
changing. Twenty years ago, when growth was commonly assumed to result from state
enterprise, an effective enterprise had a strong system of command, control and
supervision. Emphasis was placed on production. Employees were assigned specific
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routine tasks, and were expected to perform them reliably (Golladay, Berryman, Wolff,
and Avins, 1995). Today an effective business operates under different assumptions.
Workers are expected to identify and solve problems, learn new skills, personally
manage non-routine problems and make decisions which require a broad understanding

of the work context.
Figure (3)
CATEGORIES OF SCHOOL QUALITY
Level of
Expenditure Indicator Product Example

on Non-
Salary

Materials/

Student

A 1 1 textbook/class. With some Rote memorization Uganda
exceptions the teacher has the of unsophisticated Liberia
only available book. Pupils and poorly Haiti
expected to copy the text from interpreted
the blackboard and memorize. information.

B 3:1 1 textbook/student. Each Major expansion of Phﬂippines
student has access to one book information and Peoples
in each subject. efficiency of Republic
Comparatively few presentation; little of China
prerequisite pedagogical progress on self-
skills. generated skills of

learning.

C 40:1 Several textbook titles Range of pedagogical Malaysia
available/student; pupils in programs based upon
lower grades work on locally- individual student
designed exercises, teacher ability; significant
picks and chooses from increase in the
among the best or the most mastery of cognitive
appropriate available skills.
materials; requires significant
intellectual independence on
the part of teachers.

D 300:1 15 titles to 40 copies/student Self generated habits Japan
available in supplementary of learning; ability to USA
reading materials in each investigate new ideas Sweden
school in addition to a wide and to recognize
variety of curriculum strong and weak
packages, reference books, arguments; major
maps, dictionaries, film strips, improvement in
lesson tapes, documentary cognitive creativity;
films and computer-assisted wide exposure to
instruction. Significant culture as well as
managerial skills required on science.
the part of teachers at all
levels of education.

Source: Heyneman and Fuller, 1989

Expectations for competitive agriculture are also shifting. Traditional farmers used
local varieties of seeds and implements, and it was common to pass techniques from
parent to child. Today, agricultural trade depends on more complex technologies, new
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seed varieties, changing mixtures of fertilizer, pest control, and irrigation. There are
many places in Africa, Asia and the Middle East where winter tomatoes and flowers can
be exported. Why does one location have a comparative advantage? One reason is a
labor force able to mix inputs in response to changes in weather, soil, crops, quality
control and regulations governing the environment.

Changes in standards for manufacturing and agriculture have education prerequisites.
The traditional work place required teachers to convey knowledge emphasizing factual
information. It did not matter that learning was segmented from meaningful context. The
math requirements of traditional agriculture were addition and subtraction and often
acquired outside formal education. With new and complex inputs to factor into a
“production equation’, other operations became necessary: complex division,
multiplication, more complex literacy skills, writing ability, and rudimentary knowledge
of chemistry and biology. These are known as 'hard skills'. Also expectations for 'soft
skills' are increasing: punctuality, diligence, ability to research unfamiliar concepts, and
access new information through both print and electronic means. These changes in the
standards for economic competition have triggered changes in the requirements for basic
education.

DEFINITION OF BASIC EDUCATION HAS CHANGED

~ Each country has a unique education system, but there are similarities across
countries as well. If one divides education systems according to the quantity of the
available goods and services, they generally fall into four categories (Figure 3). In
category A, generally in the poorest countries, teaching and learning is characterized by
a small number of available textbooks per classroom. The content is written on the
blackboard and pupils are expected to copy from the blackboard to a copy book. This
‘copy/copy’ circumstance is typical of many rural classrooms in sub-Saharan Africa and
South Asia. In terms of student learning, the only product which can be expected will be
rote memorization of fairly unsophisticated and poorly interpreted information. Even
after six years of primary education, a typical student may acquire only a fraction of the
skills expected from categories B, C, or D of primary education.

If a school system has access to about three times the level of resources/pupil it may
resemble the second of the four levels, Category B. At this level, each pupil generally
has access to a textbook in each subject. This constitutes a major expansion of
information and efficiency of learning. Nevertheless, the bulk of the teaching is
confined to the content of the available textbook, and comparatively undifferentiated by
a pupil’s style of learning. School systems in Category B are unable to encourage self-
generated learning,
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Figure 4

Four Basic Stages of Agricultural Productivity and Their Learning Requirements
Former Entrepreneurs’ Agricultural Inputs Minimum Learning
__Technology Level . Requirements
Level A: Local varieties of seeds and Addition and subraction - not
Traditional farming implements necessarily acquired through

techniques passed from formal education

parent to child

Level B: Small quantities of fertilizer Addition, subtraction, division,

Intermediate Technology and rudimentary literacty

Level C: High-yielding varieties: Multiplication, long division, and

Fully improved proven seeds rate of other more complex mathematical

technology applicaton of seed; fertilizer procedures; readings and writing

and pest control per acre. abilities, and rudimentary

knowldege of chemistry and
biology

Level D: All above inputs: tubewell Mathematics, independent written

Full irrigation-based access during the off-season; | communication, high reading

farming and water rates per acre comprehension, ability to
research unfamiliar words and
concepts; elementary chemistry,
biology, physics, and regular
access to information from print
and electronic sources.

Source: Heyneman, 1990.

If a system has access to about 40 times the level of per pupil resources as Category
A, it may resemble a system in Category C. Every student has access to several textbook
titles/subject. Teachers are expected to target content differently to different students,
and school systems at level C expect teachers to play different functions in the
classroom. Instead of being ‘a provider’ of text-based information, teachers are expected
to be ‘a manager’ of information drawn from a variety of different sources.

Lastly, if a school system has available 300 times the per/pupil resources as those in
Category A, it will have attained the resources typical of many OECD systems. A school
system in this category will have a wide variety of sources for print as well as electronic
information. The expected product is a latitude of new ideas, self-generated learning,
and the differentiation by students of strong and weak argument.

One illustration of how the different categories of school systems relate to the
economy can be taken from the example given about agriculture. Productivity in
agriculture falls into four different categories, roughly equivalent to the products from
the four categories of basic education. These are illustrated below in figure 4.

Two centuries ago, most agriculture was characterized as Level A, where local
varieties of seeds and implements were utilized, and techniques were passed down from
parent to child within communities. With the introduction of fertilizer, techniques
became more complicated and the cognitive requirements for calculating application
rates with different water and soil assumptions required a level of basic education in
excess of Level A. The same increasing complexity is evident with each new variable:
pest control, seed varieties, quality control and environmental regulation, until the
ingredients of agricultural productivity reach level D. At Level D the prerequisites for
basic education are similarly expanded. The number of years of education is not the
principle variable; the principle variable is the increment in the expectations for basic
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education itself (Bishop, 1989). The higher the level of complexity of economic
performance, the greater the demand for a higher level of quality in basic education.

If monetary resources were the sole determinant of more effective learning, then
educational strategy would be relatively straight-forward.  Results from recent
international studies have suggested that resources alone do not determine an education
system’s effectiveness. One illustration is the difference between school systems in
centrally-planned economies and school systems in market economies. Results from the
Second International Assessment of Education Progress showed a systematic difference
between effective school systems in market economies and effective school systems in
centrally-planned economies .The seven most effective school systems at teaching math

.and science out of the 19 countries in the sample are displayed below (Figure 5). Student
performance is divided between awareness of

Figure 5

Socialist education emphasized accumulating
knowledge rather than applying it.

Score

10

8 Israel
s Canada
6 France
Hungary
4 Britain
Former
Soviet Union
2
Slovenia
0
-2
Awareness Application of Use of knowledge
of facts facts in an unanticipated

circumstance

Source: World Bank, The World Development Report, 1996, p. 125.
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factual information, application of factual information, and the use of information to
solve new and unanticipated (i.e., not in the text) problems.” Students in the four most

effective school systems in the market economies performed lower on the first, higher
on the second, and highest on the third. Students in the school systems with centrally-
administered economies performed better in the opposite direction: highest on
awareness of facts and lowest on solving unanticipated problems. This suggests that
school systems in centrally-administered economies demand a different balance of skills
than do systems in market economies. School systems in market economies have to
prepare students for an uncertain occupational future in which movement across many
possible vocations and sectors is normal. School systems in administered economies had
a different task. In those circumstances, the economy was planned, technical change was
predicable, hence skill training was relatively certain. Curriculum emphasis was placed
on the acquisition of information. The problem is that in Central and Eastern Europe and
the former Soviet Union, the economic context has significantly shifted. Today,
occupational uncertainty resembles that of market economies, and so the challenge to
school systems in that region has shifted. Today the challenge is similar to that of school
systems in market economies. Their effectiveness in the future will be predicted by
whether they can adjust to these new requirements.

But curricular emphases differ from one country to the next even within market
economies. Some school systems expect more complicated and varied performance
skills than others. One illustration is a comparison of objectives in biology and
mathematics between France and countries in the Middle East and North Africa (Figure
6). From an analysis of '

~ Figure 6
Expectations for Performance in Mathematics:
France and the MENA Countries Compared

MENA France

Representation
. Use of equipment

Performance of routine procedures Performance of routine procedures
Use of more complex procedures Use of more complex procedures
Solving

Predicting

Verifying

Generalizing

Justifying and proving Justifying and proving
Description/discussion of problems

Expectations for Performance in Biology:
France and the MENA Countries Compared

MENA France

Simple information
Complex information

Thematic information

Abstraction, deduction of scientific
principles

Use science principles to explain Use science principles to explain
Construct and use models

Design investigations

Interpret, investigate data

Source: Valverde, 1996
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examinations of school systems in the Middle East and North Africa, objectives in math
focused on performing routine procedures, justification and proof, whereas in France,
the objectives at the same age/grade level also included use of equipment, solutions,
predictions, verification, generalization and problem description (Valverde, et.al., 1996).
Similar differences were noted in Biology. In France objectives included complex and
thematic information, abstraction, deduction of scientific principles, and the use of those
principles to explain, construct, and use models, and the design of investigations and the
interpretation of data derived from them.

Do wealthier school systems systematically out perform others? From The Third
International Math and Science Study it was clear that school systems had access to very
different levels of monetary resources but at the same time, they had divergent results in
putting resources to use. One illustration can be found below in Figure 7. In Column A,
countries are listed by the levels of public expenditures on education/capita.

Figure (7)
Education Expenditures and Mathematics Achievement
-A- -B-
Public Expenditure  Proportion Over the

on International Median in
Country Education/capita* 8th Grade Math Ratio A/B

® %)
Norway 1111 46 24
USA 1040 45 23
Kuwait 848 3 287
Singapore 724 1) 7
England 649 43 14
Japan 602 83 7
Isracl 584 56 10
Korea 362 82 4
Hong Kong 309 80 4
Czech 297 70 4
Hungary 272 60 4
Thailand 206 54 4
Iran 183 9 20
Latvia 147 40 3
Lithuania 71 34 2
Romania 55 36 2
* Cakulated by multiplying the GNP/capita (in iternational dollars) by public expenditures on primary

and secondary education.

Source: Beaton, AE., eLal. 1996.

Column B displays the proportion of 8th grade students performing over the
international median for all 41 countries participating in the TIMSS exercise. Column C
is the ratio of A/B and therefore is the amount of investment/capita necessary to increase
the portion performing over the international median by one percent. Norway, for
instance, spent US$1,111/capita and had 46 percent of the students perform over the
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international median. This suggests an investment of US$24 for each one percent of
the students performing over the international median. The U.S.A. spent
US$1040/capita and had 45 percent of the students over the international median, hence
an investment of $23 for each one percent of the students over the international level.
Korea, on the other hand, spend $362/capita, had 82 percent of the students over the
international median with an investment of $4 for each percent. In Latvia, Lithuania and
Romania the efficiency levels were even more dramatic. Those countries were able to
invest a much smaller level of resources/capita, but were able to get one percent of their
students over the international median for only two or three dollars. Using this criteria,
school systems in Latvia, Lithuania and Romania were more efficient than any others in
the world-wide sample. This suggests that performance expectations of school systems
are shifting. It is no longer sufficient to know that attendance is universal or that school
achievements are high. Now it is necessary to have additional information. What are the
expectations of the curriculum? How much is being invested for each child? How much
of that investment is reaching specific classrooms? Though it may be premature to draw
simple judgments about results, it is safe to suggest that the wealthier school systems are
not necessarily the most effective (Howson, 1997; Schmidt, et.al. 1997).

EDUCATION LEVELS AND SPECIALIZATIONS: INTER-DEPENDENT

The health sector provides an analogy. Primary health care is incontestably
important. Yet primary health care depends upon an efficient system of referrals to
increasingly specialized sources of care, research, diagnostic information and
professional training. The same holds true for education. No country has developed its
economy by investing in only one level of education. In spite of the compelling
arguments, investing in basic education at the exclusion of other essential education
priorities creates distortions. Low quality higher education affects teaching and
administration throughout the system. Unreliable or invalid educatlon statistics prevents
understanding of educational progress. An absence of coordination between different
levels, or between curriculum content, textual material, pedagogical training and
examination content lowers the effectiveness of the education system in general. The
main objection to the traditional arguments for basic education is that they ignored these
sector interdependencies and created a set of essentially artificial investment priorities.

But what should one look for in a well-functioning education sector? What are the
necessary ingredients? This is illustrated by Figure 8 below. Every education sector has
three essentiallevels: pre-compulsory, compulsory and post-compulsory. The ideal
ingredients of financing and provision may be quite different at each of the levels.
Attention to specialized abilities and interests begins at the pre-school level and
continues throughout. School systems with more resources are able to deliver greater
attention; those with fewer resources, less attention. All systems of education require:
schools which respond quickly to local demand; teaching materials obtained on the
competitive market, a teaching force characterized by professionalism; descriptive
statistics and indicators of internationally-acceptable quality; multi-channel financing
which maximizes public desire to make local investments, without abrogating general
standards for equal opportunity; and research which is informative. There are other
characteristics, however, which are necessary for only certain specialized parts of the
sector: professionalized skill training; establishment of exit standards and modern
entrance examinations to higher education, and financing for profit-making institutions.
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New Rationales for Investing in Education

If investing by level creates distortions, and if a cohesive education sector is the
desired outcome, what then are the reasons for making educational investments? What
rationales are most relevant for future economic and social demands? There are three
new types of rationales. One is the argument that higher productivity is the result of
educational outcomes, but they use new definitions of education and new measures of
economic productivity. A second is the argument that education efficiency requires a
cohesive education structure and an enabling education policy framework. Last is the
rationale that education makes a specific and identifiable contribution to social cohesion
and social stability, and that these are necessary for a nation’s growth.

PRODUCTIVITY

Measuring individual productivity in the future will differ from the past in several
ways. The definition of educational quality will become increasingly sophisticated and
full of detail (Var, 1997, Schmidt, McKnight, Raizen, 1997, Schmidt, et.al. 1997a;
1997b;  Heyneman, February 1997). Traditional economics recognizes only crude
measures of human capital which differentiates individuals on the basis of years of
schooling ‘exposure’. In the future, it will be necessary to differentiate the marginal
productivity of individuals on the basis of differences in intended, delivered and received
curriculum; differences in the quality of educational resources brought to bear on the
curriculum; and differences among the intended education products. These might include
not only earnings functions but specific cognitive skills, successful citizenship behavior
and work habits such as diligence, creativity and personal responsibility, family and
private endeavors (Bishop, 1989).

Aside from the new definitions of human capital and the new measures for the
quality of education, it will also be necessary to focus attention on the policy
environment of the labor market. This environment significantly affects the
productivity of the education sector. Attention in the future will fall into two categories.
There will need to be a better balance between public and private functions governing
unemployment. A consensus will have to be developed on where public responsibility
ends and private responsibility commences. If compensated in an overly generous
fashion, unemployment may distort demand for education and allow the education sector
to remain impervious to changes in labor force requirements. For reasons of fiscal
necessity, public responsibility for unemployment in many cases will decline. Attention
will need to be paid to the portability of pension and health insurance. If insurance is
linked only to a single employer, changing occupations will be constrained. In general,
there needs to be fewer regulations governing labor turnover. To be competitive
employers have to hire quickly and efficiently and other staff may have to count on
opportunities elsewhere as a matter of normal change. Last is the question of youth
policy. In many instances, vocational education is used more as a means of youth control
than as a provision of skills. Fear of youth unemployment is real, and the political
ramifications of youth misbehavior are disturbing. However, using vocational education
as a means to keep youth off the streets is not a solution (Gill and Heyneman,
forthcoming, 1997). The solution lies in a creative youth policy which mixes volunteer
and community obligations to engender social commitment and in student loans wluch
provides incentive for further educational opportunity. - Ve

To be sure, there are numerous cultural and national dlﬂ"erences among these
policies. Countries are not likely to reach the same view of unemployment compensation
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simultaneously. The point of mentioning these difficult areas is not to suggest that there
is a single solution or a single correct policy. The point is to reiterate the notion that the
productivity of education sectors around the world will depend on the efficiency and
fluidity of the labor market and its policies.

INTERNAL EFFICIENCY

The list of common areas for improving education sector efficiency can be very
lengthy, but it may be useful to mention four immediate areas: descriptive statistics, the
production of competitive education materials, a professionalized teacher force, and
creative financing and delivery of higher education.

Statistics. The professional quality and variety of education statistics and indicators
have been growing in OECD countries, but have remained stagnant or even declining in
many of the non-OECD countries (Heyneman, 1993; Puryear, 1995, BICSE, 1993,
1995). OECD countries had agreed on 36 indicators in 1992, 38 in 1993, and 51 in 1994.
These included 26 indicators of resources and processes, 13 on context, and 12 on
outcomes (OECD, 1994). What reliable indictors are available elsewhere? Figuré 9
below provides a list of the 54 indicators available in OECD countries by comparison to
counties in the Middle East

Figure 9 About Here

and North Africa region. About 60 percent of the indicators are either not available or
are ‘notional,” suggesting that they are not reliable. The countries of the Middle East and
North Africa for instance, have no indicators at all of student outcomes, no systematic
data on opinions and expectations for education, and only a notional idea of education’s
labor market outcomes. Africaand Latin America are beginning to organize strategies
to combat this problem (Sauvageot, 1992, 1993, 1996, 1997; and McMeckin, 1997). But
the challenge is more complex than simply adding new data. Not only is the number of
expected indicators increasing, but the expected quality for current descriptive statistics
is increasing as well. New professional standards for reliability and validity, now applied
in OECD countries, will have to be applied more generally to enrollment and
progression rates, to definitions of literacy, and to vocational education which are
currently collected but unreliable by these new standards.
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Figure (9a)

O.E.C.D. EDUCATION INDICATORS

RESOURCES AND PROCESSES Available in MENA*

FINANCIAL RESOURCES

Expenditure on Education

Educational expenditure relative to GDP Yes
Expenditure of public and private educational No
institutions No
Expenditure for educational services per student Yes
Allocation of funds by level of education Yes

Current and capital expenditure

Sources of educational funds

Funds from public and private sources No
Public funds by level of government Notional
Share of education in public spending Yes

PARTICIPATION IN EDUCATION

Participation in formal education Yes
Early childhood education ' " Notional
Participation in secodary education Yes
Transition characteristics from secondary to Yes
tertiary education Yes
Entry to tertiary education Yes
Participation in tertiary education No
Continuing education and training for adults

PROCESSES AND STAFF

Instructional time

Teaching time per subject No
Hours of instruction No
School processes

Grouping within classes No
Human resources .

Staff employed in education Yes
Ratio of students to teaching staff Yes
Teaching time No
Teacher education Yes
Teacher compensation No
Teacher characteristics No
EDUCATIONAL R&D

Educational R&D personnel No
Educational R&D expenditure No

e Available to officials in the Ministry of Education only. Countries inthe MENA region generally do not
publish educational statistics for use by the general public.




Figure ( 9b)
O.E.C.D. EDUCATION INDICATORS

Contexts of education Available in MENA
DEMOGRAPHIC CONTEXT
Educational attainment of the population Yes
Gender differences in education Yes
Youth and population Yes
SOCIAL AND ECONOMIC CONTEXT
Labor force participation and education Yes
Unemployment among youth and adults Notional
National Income per capita Yes
OPINIONS AND EXPECTATIONS
Importance of school subjects No
Importance of qualities/aptitudes No
Public confidence in the schools No
Educational responsibilities of schools No
Respect for teachers No
Priorities in school practices No
Decision-making at school level No
—I
Results of education
STUDENT OUTCOMES
Progress in reading achievement No
Amount of reading . No
SYSTEM OUTCOMES
Upper-secondary graduation Yes
University graduation Yes
University degrees Yes
Science and engineering personnel . Yes
LABOR MARKET OUTCOMES
Unemployment and education Notional
Education and earnings No
Educational attainment of workers Notional
Labor force status for leavers from education Notional

N=49 Yes=43 %
Source: Heyneman, Jorthcoming, 1997c.

Competitive Production of FEducational Materials. Like pharmaceuticals and
fertilizers, the production of educational print and electronic materials is a large and
growing industry. The problem is that the policy assumptions behind educational
materials have not kept pace with the industrial and marketing changes. In many
countries it is believed that educational materials should be designed, manufactured and
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delivered through the Ministry of Education. Countries of the former Soviet Union,
Eastern and Central Europe, and many in sub-Saharan Africa and other parts of the
world held to this assumption a decade ago (Heyneman, Winter 1990; March 1990).
When governments get involved in manufacturing products, particularly in instances
when those products are widely available in the private sector, the general effect is to
lower the quality of the product, raise the (real) price, and inhibit innovation. Ministries
of Education in OECD countries generally concentrate on five essential functions
common to all ministries of education: (i) setting the objectives for the curriculum; (ii)
approving the materials for use in public schools; (iii) financing those materials (as can
be afforded); (iv) insuring that students from underprivileged backgrounds have an
equality of access; and (v) disseminating the results of innovations and reporting
progress to the public at large (Heyneman, April 1994; August 1994). The difference is
illustrated below in Figure 10.

Figure 10
EDUCATIONAL MATERIALS PRODUCTION:
CURRENT AND FUTURE METHODS

Current Method Future Method
MOF
MOF
¢ MOE SCHOOLS

/ MOE \ ; - ¢pu:chase

THOSE

CURRICULUM —3»| APPROVED
BOOKS SOFTWARE : OBJECTIVES
SCHOOLS _ PRIVATE PRIVATE
SOFTWARE PUBLISHERS
MANUFACTURERS

Source: Heyneman, August 1994.

Teacher Professionalization. For the most part, education expenditures are driven by
the salaries paid to teachers. Therefore, the degree to which salaries reflect differences in
professional ability determines to a large extent the responsiveness of an education
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system to pedagogical and curricular reform (Chambers, 1985; Cohn, 1996; Holtman,
1969; Murnane, 1984; Murmnane and Olson, 1990; Kenny and Denslow, 1980; Rickman
and Parker, 1990; Rumberger, 1987, Southwicke and Gill, 1997; Zarkin, 1985; Doltan,
1990). In most countries the salary structure is determined by a teacher’s level of prior or
in-service education and by the number of years teaching. Neither has proved to be a
robust influence on classroom behavior. The result is that education is perceived by
parent and political authorities as impervious to education reform. How can teachers be
paid well and fairly but, at the same time, paid in accordance with professional ability?

One suggestion has been to sponsor periodic teacher recertification over a career, but
with sufficient salary differences at aeach level to encourage continual in-service
preparation . An illustration of this can be found in figure 11 below .

Teachers would first enter the profession as apprentices, paid at a “Salary Level A’.
They would sit for their first licensing exam after a year or two. The exam would consist
of four criteria: subject matter knowledge, knowledge of didactics, observed classroom
performance, and reported contribution to the profession or the school. After six or seven
years in the profession, a teacher might sit for a new and more difficult license
examination with the same components but of course changes in the criteria parallel to
the changes in the standards for curriculum and pedagogy. Similarly at 11 or 12 years, a
third examination could be set with similar requirements. Salaries of the teachers with
more advanced licenses would be sufficiently higher to provide the necessary incentives
to remain in the profession.

Individual teachers and teacher associations may favor such a system because they
could claim, with justification, that salaries reflected performance competence. They
could, therefore, justify higher salaries. Educational managers might look favorably on
such a system because it provides a mechanism for infusing new curriculum and
pedagogy into the teaching force at any stage of a teacher’s career simply by changing
the content of the certification examinations. Finally, fiscal authorities may favor such a
system and more readily agree to the higher salary scales because studying for the
examinations can be classified as a private expenditure, and because teachers who
continually fail may leave the system. The general public and parent groups may favor
such a system because they would have increased confidence that the teachers in their
local schools were subject to rigorous standards like other professions.

Many questions remain. Who should grade the examinations and provide school-
level observations? The answer could include teacher associations, parent committees,
and representatives of the ministry and the academic community. What should be the
level of salary differences from one salary category to another? The answer might well
be sufficient to provide the necessary incentives. What should be done with those who
cannot pass? The answer may be to ask them to leave the teaching system as newer and
more highly qualified teachers become available. The point is not to suggest that there is
one system for resolving the issue of teacher professionalization. Rather the point is to
highlight the overwhelming importance of teaching and teachers in education and to
recommend creativity at bringing the public investments in salaries in line with
classroom behavior. '

Creative Provision and Financing of Higher Education. In the 1960’s, higher
education enrollment in Western Europe was typically less than ten percent of the age
cohort even in Western Europe. Today, enrollment in higher education is above 30
percent in France; 45 percent in the United Kingdom, 49 percent in Belgium, and 60
percent in Finland and in the United States. Moreover, because of political and social
priorities, the percentage of higher education enrollment, particularly in North America,
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can be expected to increase into the next century. With increases in enrollment there has
been an increase in the expectations for higher education quality, library and laboratory
resources, and the number of curricular offerings and disciplines from which to choose.
OECD higher education capital and recurrent expenditures amounted to about $40
billion in 1960, $100 billion in 1980, and $162 billion in 1993 (of which the U.S.
accounted for 54 percent). While the price of higher education may differ significantly
from one country to another because of cultural differences in the expectations for
private responsibilities, the actual (real) cost ($12,000 excluding fees for board and
room) is similar across many OECD countries. Low income countries are able to allocate
significantly less for pupils in higher education. On the other hand, no country is
satisfied with the current quality, the current availability, or the current equity in student
participation of higher education (Heyneman, April 1994). They want to raise all three.

In few countries can improvements in access, equity of participation and quality be
100 percent publicly financed. Public financing might have been understandable with
less than 10 percent of the age cohort enrolled, but at 30 percent or 60 percent, the
logistics and fiscal requirements have put new and unprecedented pressures on public
finance. Since scarcity is a universal problem, the kinds of reform choices considered
relevant are now international. These come in four groups.

The first group derives from the pressure to diversify the mechanisms for providing
higher education -- from -public to private, profit-making as well as non-profit-making,
international networks of universities, and specialized training institutions. A second
group responds to the pressure to diversify financing -- fees for laboratories, targeting of
scholarships for the poor, restrictions of student welfare, different tuition in different
faculties, income from rental or leasing of property, marketing of university-copyrighted
inventions, and contracts, grants, and consultancies. A third group responds to pressures
to increase institutional efficiency. This includes close attention to student/faculty ratios,
Jjudicious use of new technologies, less expensive contractual arrangements, department-
based budgets, and divergence in salaries to reflect market demand for students. The last
group responds to the pressures to shift public functions, such as fewer welfare services
in lieu of better libraries, and lower transport subsidies in lieu of greater access to
computer equipment.

Higher education is also struggling with similar reform issues. They include
determining a mechanism by which institutions become accredited and how
professionals become licensed; establishing open and fair competition for public
rescarch support and for student enrollment; and establishing a salary structure
determined at the institution level and according to discipline. Additional issues include:
developing a credit system for the completion of courses, shifting to fixed term teaching
contracts instead of life-time tenure, making student loans portable from one institution
to another, creating other per/student funding formulas, allowing for the operation of
universities outside of the country of origin, and setting international recognition of
degrees and certificates. At one time these issues may have been considered of local
relevance. Today however these issues are universal.

SOCIAL COHESION AND SOCIAL STABILITY

The first two rationales described above, changes in the economy and demand for
efficiency, both concern economics, marginal improvement in skill, adaptability to new
labor markets, and contribution to economic growth. However, the third rationale for
making education investments is not economic but social. It concerns a sense of
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citizenship, a general acceptance of obligations and responsibilities, and clear individual
rights and privileges. This social rationale, in effect, is education’s contribution to social
cohesion and social stability.

What Dewey refers to as ‘education and democracy’ (Dewey, 1916) implies the
manifest influence of education on personal and individual rationality in contrast to blind
obedience which may have characterized individuals without education. Since Dewey’s
time there has been a variety of claims for education’s efficacy and many efforts to
empirically demonstrate education’s effect on the individual. Lipset (1959) investigated
how schools may broaden outlook and increase tolerance and the desire to participate in
the political process. Almond and Verba (1963) explored the association between more
and better education and a nation’s democratic stability. Meyer (1970) and Kamens
(1988) investigated the connection between education structures and democratic
stability. Inkeles and Smith (1974) worked on the-linkage between education and
political participation, and Verba, Nie and Kim (1978) on education and an individual
orientation toward citizenship. Lastly, Torney-Purta and Schwille (1986) investigated the
connection between classroom climate and civic behavior.

These investigations have not been able to isolate the unique characteristics of
school systems which contribute to democratic values and stable societies net of other
influences.. The 1990s have brought a new group of independent countries onto the
world scene, all of them anxious to participate in democratic structures. Also, the -
demand to participate has risen in many regions where one party rule had once been the
norm. These events constitute a new phase of nation-building, but this second, 21st
Century phase differs from the first in the 1960s in several important respects. Citizens
today have access to world information and are able to contribute to that information
quicker and simpler than before. On the other hand, new freedoms are accompanied by
intense pressures for stability and social cohesion. The question remains: what is the role
of education in contributing to this stability? Can education help?

In general, education can make a contribution to social stability when it can offer: (i)
equal educational opportunity for all citizens; (ii) a professional consensus around the
content of civics and history curriculum; (iiij) an ethnically-tolerant classroom
atmosphere and pedagogy; and (iv) democratic institutions to adjudicate when there are

differences over what to teach.” On the other hand, if tensions in the wider society spill

over into the curriculum or management of the schools, education can become an
instrument for exacerbating social tensions and threatening social cohesion of the society
(Heyneman, 1995c; 1997a; 1997b, forthcoming). How are nations to learn the techniques
by which education becomes a contributor rather than a handicap to social cohesion?
How are countries to assess the degree to which their school systems are performing as
well as school systems in other parts of the world in providing this constructive
function? What agreements should be established between school, family, church, mass
media, and local political leaders to insure consistency in concept of good citizenship?
Where are educational leaders to locate possible ideas on reform in this area? Since
social cohesion and social stability constitute universal concerns, improving the manner
and effectiveness of education’s contribution is rapidly becoming a new rationale for
making education investments, hence a new international area of demand for creative
reform.
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International Trade in Education Reform

Much has changed since the cold war rivalry ended, but one of the most important
changes has been with the factors which motivate foreign assistance. This assistance is
no longer so easily justified on the grounds of competition between east and west.
Domestic economic priorities, such as unemployment, fiscal deficits, and imbalance in
trade, have replaced foreign assistance as a public priority. Between 1992 and 1996, 16
of the 21 donor countries reduced foreign aid as a percentage of GDP (World Bank,
1996, p. 13). The decline has been as vivid within education assistance as well. Between
1989 and 1994 education assistance (in constant prices) from France declined by 13
percent, from the United Kingdom by 16 percent; from the United States by 22 percent;
from New Zealand by 31 percent; from Belgium by 44 percent; and from Canada by 56
percent (Bennell and Furlong, 1997, p.7). Moreover, in spite of the considerable
consensus on the importance of basic education stemming from the discussion at Jomtien
Thailand in 1990, the proportion of bilateral assistance allocated to basic education in
many instances has also declined. It declined by 0.5 percent in the United States, four
percent in Norway, six percent in Canada, and 13 percent in Australia (Bennell and
Furlong, 1997, p. 6). Foreign assistance has decreased in real terms and in many
instances the proportion of assistance allocated to basic education has also decreased.
However strongly one may feel (including this author) about the importance of basic
education, the case has not been sufficiently compelling for the public to reconsider their
many other important priorities and problems in order to allocate more international
assistance to education.

The voting public in donor countries tends to be older, hence more concerned with
issues of pensions, health insurance, and personal safety. Questions have been raised
about the effectiveness of development assistance agencies themselves and if they are
really helping the poor. Could NGOs deliver assistance more effectively with less
bureaucracy? Would NGOs be more free to operate autonomously from governments
with records of corruption and human rights problems? There are also the post conflict
circumstances of drought and civil war. Voting publics tend to see these situations as
more compelling justifications for foreign assistance. Lastly, there are the economic
problems of the former Soviet Union which was once a major source of foreign
assistance in Africa, Asia, and some parts of Latin America. Official development
assistance will continue to be driven by humanitarian motives and justifications, but it is
safe to assume that other motivations will play a role as well. Aid will likely be delivered
and targeted differently and be lower in magnitude.

As traditional aid declines, what will happen to education? Much of the international
cooperation in education has developed under the auspices of international aid. Will the
decline in aid spell a similar decline in international cooperation in education?

There is reason to believe that the level of international cooperation in the field of
education is on the increase in spite the fact that the level of international aid in the field
of education is on the decline (Heyneman, November 1993; 1995b; 1997b). Four Nobel

prizes have been awarded dealing with human capital issues."" There have been a flurry

of reports on the status of education by international agencies." There are three

education boards established at the U.S. National Academy of Sciences, various
congressional committees, and the Camegie, Spensor, Ford, Ball and Soros Foundations.
There is an on-going cooperative effort on African Education, a new European Training
Foundation, major new initiates in the Asia/Pacific Economic Conference (APEC), the
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Inter-American Dialogue Foundation, the Inter-American Development and the Asia
Development Banks, and in the Dutch Ministry of Education, the National Foundation
for Educational Research (NFER).
. Within the National Center for Education Statistics, spending on international studies

has risen from US$165,000 in 1988 to US$10 million in fiscal year 1993. Today there
are more countries participating in IEA studies than at any other previous time over the
past thirty years, and the majority are classified as developing countries. Projects include
studies of literacy, math, science and civics education. Comparative teaching techniques
are now analyzed internationally by using digitized video tapes. Curriculum emphases
and objectives are broken down to increasingly specific and educationally meaningful
components. Demand is high for joining OECD’s cooperative project on education
indicators, including demand from countries with only loose affiliation with OECD
itself. Other trading interests including, NAFTA, APEC, EU, and Mercosur have
initiated comparative studies of labor markets and educational quality. What is behind
these new demands for information? And why is it that at the same time as
humanitarian-based assistance in on the decline, international cooperation in education is
on the rise?

What is being traded back and forth? Who is doing this trading? Will this trade

continue? A few words on its cause, content, participants, prospects, and implications of
the international trade on education policy reform.

CAUSES

The explanations are not identical in every part of the world, nor are the explanations
pennanent. Marshaling education evidence which may lead to a more competitive labor
force and, therefore, a trade advantage may be the primary motivation in the Americas
and in Europe; in Asia it is more for social cohesion, and in the Former Soviet Union it
is for social and economic integration. In many regions education is rising on the
political agenda, and is a topic of intense debate. Frequently debates center on language
of instruction, history, widening access, improving quality, and expanding equity. Ideas
on policy reform are in high demand because of the wide recognition of both poor and
rich countries that public resources are inadequate.

PARTICIPANTS

In the 1960s the central education representatives were often the sole
representatives. Today, however, education is frequently a decentralized activity.
Budgets and policy priorities are driven by local authorities. This is particularly evident
in federal systems where local states and school districts increasingly finance and
conduct evaluations, research projects and policy reviews on their own initiative. Local
or municipal initiative is often a leading force in centralized education systems as well,
and are being driven not only by educational authorities but by local business and
community groups, industries, and non-governmental organizations. In higher education
and in private education where policy reform decisions are increasingly the
responsibility of individual institutions, these institutions are involved in international
relations on their own. Educational software companies, publishers, training firms are
increasingly active and are demanding new and current information on the size of the
educational markets in many different countries. Taken together, these new categories of
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participants have deeply affected the ‘vision’ and expressed interests of the traditional
central education authorities..

CONTENT

Ministries of education are increasingly preoccupied by the demand for (i) good
ideas on policy reforms, (ii) relevant and reliable statistical data, (iii) state-of-the-art
analytic techniques, and (iv) sources of experienced advice on these areas. They are
motivated in this regard, not so much by a shift in philosophy, but rather by the requests
from local and non-governmental education interests. The ideas of central and/or federal
authorities may indeed differ from one part of the world to another about what
constitutes appropriate reform, but they share one important characteristic, the
requirement that they respond to domestic demand for international information.

PROSPECTS AND IMPLICATIONS

As long as there is a scarcity of public resources to finance public education
demands, there will be an international trade in ideas for education reform. The demand
can, therefore, be expected to increase well into the next century. Moreover the demand
can also be expected to continue the process for a shift away from the traditional lines of
international relations that tend to focus on north and south interests; centrally-planned
and market-driven economies; geographical neighbors, linguistic blocks, and ex-colonial
and historical connections. These traditional linkages may be replaced gradually with
interests of partners or competitors in trade; and with interests in similar education
issues, such as higher education diversity, experience with voucher and loan schemes
and the like.

The implications of this trade may well be profound. The kinds of questions
emerging from developing countries may shift from monetary assistance to new ideas for
policy reforms. This, in turn, will affect the functions of international agencies with
education interests which will have to respond to these demands just as the national
agencies have had to respond to local demands. The changes in question may influence
the types of functions and mandates of international agencies, and the kinds of staffing
appropriate to fill these new functions. Similar pressures can be expected to be felt by
bilateral development assistance agencies with educational interests. With the general
decline in foreign assistance, the type and justification of that assistance may have to
reflect domestic education demands instead of isolated humanitarian purposes. This may
require those agencies dealing with foreign aid to develop closer links with the domestic
education ministries and to acquire staff familiar with domestic education policy
experience.

Summary

The decline in foreign assistance for education can be considered a tragedy. On the
other hand, the elevation of education in domestic debate and the increase in trade of
professional ideas on education reform might be considered a benefit. The adjustment to
thesc new functions on the part of development assistance agencies and international
agencies familiar with the traditional rationales for education investment will be
difficult, however, in the end, their successful adjustment will be good for the field of
education.
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Notes

" Is it inevitable that low income countries invest in education proportional to their low

income status? If a country invests in education at a higher rate than others at similar
levels of GDP/capita, would the effect be noticeable? Experience over the last three
decades suggests that low income countries which invest in education at higher than
‘expected’ levels have higher rates of economic growth. This seems to be a significant
explanation for the recent economic performance in East Asia (World Bank, 1993).

i Rates of return data, methods of analysis and common interpretations have been

questioned by Bennell, 1995; 1996a; 1996b; 1996¢; Curtin, 1996a; 1996b; Colclough,
1996; Hammer, 1996; Birdsall, forthcoming, 1997; and Heyneman, 1995a.

i These analyses were conducted originally by using ordinary least squares methods or

regression analysis. Later some argued that multi-level analytic techniques would be able
to capture new types of influences on leamning, hence change results (Heyneman,
November 1989; Riddell, 1989). In the last decade there have been 16 multi-level
analyses, each limited to single country example (Riddell, 1997, p. 198). On the other
hand, two decades of experience using large data sets to analyze questions of school and
home effects on academic achievement suggest that the results differ from one country
to another, from one subject to another; and by gender, age and grade level (Heyneman,
January/February 1997). '

™ The correlation between the influence of the school quality and national GNP/capita is r=
-0.72 (p<.001) (Heyneman and Loxley, 1983a).

Y The World Bank, The World Development Report, 1996: From Plan to Market. New
York: Oxford University Press, 1966, pp 124 -5.

" The provision of an equality of opportunity is important in both public perception and

in measured results (Heyneman, 1980; 1982; Heyneman and Loxley, 1983b). One of the
most critical mechanisms of providing both is through a modern system of examinations
to higher education which is perceived by the public to be fair, accurate, affordable
(Heyneman, 1979; 1983; 1987; Heyneman & Ransom, 1990; Plomp & Voogt, 1994).

"% Edward Dennison, Jan Tinbergen, T.W. Schultz, and Gary Becker.

villvii (JNDP, 1990; ILO, 1989; International Developmént Research Centre (IDRC) and

Canadian International Development Agency (CIDA), 1982; Inter-Agency Commission,
World Conference on Education for All (UNDP, UNESCO, World Bank), 1990; Inter-
Agency Commission and United Nations Children’s Fund, June 1990; Hawes and
Coomb, 1986; United Nations Children’s Fund, 1992; Camoy, 1992; Thorsby and

111 “"if-lff.;ﬁe



Gannicott, 1990; World Bank. 1988; World Bank, 1990; World Bank, 1991; Singapore
Ministry of Education; 1987.
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REPORT AND DISCUSSION OF THE INTERNATIONAL
BUREAU OF EDUCATION 1996 CONFERENCE ON
EDUCATION.

Juan Carlos Tedesco
International Bureau of Education
Switzerland

1. 1 wish, first, to convey to you all, the greetings of Mr. Federico Mayor, Director-
General of UNESCO, who asked me to warmly congratulate the authorities of the
Jordanian Government and the ICET for the splendid organization of this forty-
third World Assembly and to express his most sincere wishes for its success. The
Director-General follows the activities of ICET with much interest and, whenever
an opportunity is offered for him to do so, reiterates the support of UNESCO for
the achievement of ICET’s aims.

2. As you all know, just about two months ago, the International Bureau of
Education of UNESCO organized the forty-fifth session of the International
Conference on Education. On the occasion of the theme discussed by Ministers
of Education and representatives of intergovernmental and non-governmental
organizations was the role of teachers ina changing world. The choice of this
theme responded to various requests. This year is exceptional from the symbolic
viewpoint as, on one hand, we celebrate the thirtieth anniversary of the ILO-
UNESCO Recommendation concerning the status of teachers and, on the other
hand, we commemorate the birth of four famous educators: two hundred and fifty
years ago for Pestalozzi, and a hundred years ago for Jean Praget, Clestun Freinet
and Leu Vygotsky. But beyond these important symbolic aspects, the debate on
the role of teachers meets a need, felt in all regions of the world, for the re-
evaluation of their function in this period of deep social economic, political and
cultural transformations. This need has become obvious not only through the
important number of ministers and representatives of intergovernmental and non-
governmental organizations who participated in the conference, but particularly
through the quality and intensity of the debates that took place, both in the phase
of preparing for the meeting and during the Conference itself.

3.  The discussions were intensive and final agreements were not easily reached.
However, the outcomes have been very much appreciated and we now have a
new and important instrument of international consensus guiding the action of all
those concerned with the strengthening of the teachers’ role in the process of
educational transformation.  This instrument has two main components: a
Declaration, approved by acclamation by all the delegates who participated in the
Conference and which expresses the political will of the Ministers of Education
to design and implement efficient strategies of action, and a set of nine
recommendations which reflect the situations and problems that these strategies
must tackle. These recommendations are based upon two fundamental principles:
the first one advocates that today more than ever, educational reforms must reach
the school and the classroom and that, consequently, the teacher is the key actor
in the process of educational transformation, the second principle recognizes the
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necessity of designing integrated policies for teachers, which go beyond partial
approaches based on the idea that it is possible to change the whole situation by
tackling only one aspect of the problem. The mine recommendations approved
by the conference must be considered as a package and-as you can see from their
respective titles- they constitute a solid programme of action:

recruitment of teachers: attracting the most competent young people to

teaching;

pre-service training: a better linkage between pre-service training and the

demands of an innovatory professional activity;

in-service training: both a right and a duty for all educational personnel;

the involvement of teachers and other agents in the process of transforming

education autonomy and responsibility;

teachers and their partners in the educational process: education as a

responsibility for all;

new information and communication technologies: serving to improve the

quality of education for all, professionalization as a strategy for improving the

status and working conditions of teachers;

solidarity with teachers working in difficult situations, and;

regional and international co-operation: an instrument to promote teacher

mobility and competence.

The final agreement of the Conference, as is true for all agreements of this type,

reflects the outcome, but not the process of the discussion which took place
before it was reached. This process had been very long, the debates very
intensive and it seems useful to me, in this assembly of educators, to be able to
share with you some of the aspects which, from my point of view, seem most
relevant.

The wearing down of the traditional approach concerning teachers

5.

First, it seems important to me to note that the preparation of the ICE and its
outcomes show that at least three traditional standpoints concerning teachers have
begun to lose their importance. First, the position according to which the work of
educators was given a merely rhetorical importance. In this regard, we have all
witnessed during the last decades —particularly in political speeches- the
dissociation that existed between the recognition of the teachers’ importance and
the absence of any real measures taken in their favour, whether it be from the
financial point of view, from that of the level of involvement in management of
the improvement of the initial of in-service training processes. Many analyses
indicate that the structural adjustment policies that many developing countries
have undergone led to a decline in educational expenditure, which considerably
decreased in the 1980-90 decade. In many countries, the main way of adjusting
the educational budget is through teachers salaries; consequently, the reduction of
educational expenditures provoked a significant deterioration in the working
conditions of teachers. This deterioration produced in its turn, a series of well-
known phenomena: demoralisation, abandon of the profession, absenteeism the
search of other occupations and, finally, a negative impact on the quality of
education offered to the population. This process, it is important to recognize,
had already started before the crisis period and the implementation of the
adjustment policies. But the experience of recent decades has proven that it is no
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longer possible to maintain the double-talk of rhetorical recognition alongside
real deterioration. Those responsible for political decisions seem ready to be
more moderate in their promises and more rigorous when it comes to
implementing them.

6. The second traditional position about teachers which has also lost ground is the
one which is based upon viewing the teacher either as a “victim” of the system or
as “guilty” of its poor results. Considering the teacher as a “victim” puts all the
accent on the problem of the working conditions and the material shortcomings
teachers have to face, setting aside any discussion about their educational
function. During recent years, however, this vision of teachers’ work was
counterbalanced by an alternative opinion that tended to consider teachers as

“guilty”. This position was supported by the mediocre results of tests or of other
educational assessments applied in various countries where teachers were, in
many cases, accused of being mainly responsible for low learning output,
discrimination against girls and pupils from ethnic minorities or from cultural
backgrounds different from the dominant ones, or for authoritarianism in the
classroom. Obviously, it is not possible here and now to make an objective
analysis of the various factors which explain educational achievement, but what
is certain is that reducing the debate to the alternative “victim/culprit” not only
sheds no light, on the contrary, obstructs an open discussion which would permit
us to escape from the vicious circle of mutual recriminations.

7. Recent decades have also been the scene of a third kind of approach, resulting
from research which significantly underestimates the teachers’ role in learning
outputs. According to this approach, the teacher is neither a victim, nor a culprit.
He or she is simply of little importance. These studies upheld —whether
implicitly or explicitly- that the strategies of educational transformation should
give priority to factors which had nothing to do with teachers: such as textbooks,
school equipment and the amount of time devoted to learning, among others. As
can be found in a recent study concerning the proposals for educational reform
presented, for instance, by the World Bank, it is surprising to note that from the
six main lines of change postulated by the Bank, “none ... addresses teachers,
their selection, training, supervision or participation in the reforms. While the
(World Bank) report gives three paragraphs to teacher training and selection as
a means lo improving quality, it does not give this option a central role among

the reforms proposed”’. While the validity of this underestimation can be

discussed in regard to past results, there is absolutely no doubt that it cannot be
upheld as regards the future. In this context, the recent report of the International
Commission on Education for the Twenty-first Century, chaired by Mr. Jacques
Delors, establishing learning to learn as one of the central objectives of education
for the future. Reaching this objective —later on I shall refer to the other pillars
upon which Delors report bases the future of education —implies a very important
change in teaching methodologies and the role of teachers. To put it briefly, the
development of a life-long learning capacity requires a very lengthy opportunity
to keep in contact with teachers who will act as guides, models and reference

' E. Villegas-Raimers and F. Reimers. “Where are 60 millions teachers? The missing voice in
educational reforms around the world” in Prospects. vol. XXV1. N° 3., September 1996.

El{llC | 1y - 134




points in the leamning process. The central actor in the learning process is the
pupil.  But, in this activity pupils need an expert guide and a stimulating
environment that only the teacher and the school can offer.

8.  To sum up this point, the debates and materials produced during all the ICE show
that it no longer possible to mobilize teachers with mere symbolic recognition,
neither by resorting to mutual accusations, nor, lastly, by ignoring the importance
of their role in the learning process. The profound transformations which
societies are undergoing call for a reappraisal of these approaches and everything
seems to indicate that this debate, far from fading out, will become stronger and
stronger in the course of the years to come.

9. The profound changes our societies are going through witnessed by the sweeping
advance of the new information technologies, the breaking down of the
traditional political order, the globalization of the economy and the permanent
evolution to which all professions are submitted, could easily lead to feelings of
insecurity and fear. Many teachers preservice these transformations more as a
threat than as a new opportunity. It must, moreover, be recognized that some
educational reform policies tend to stimulate these feelings by introducing
changes without taking into account the very situation of teachers. In this
context, the experience of recent years seems to indicate that it is necessary to
recognize the important difficulty which exists in implementing educational
changes efficiently. It is not only a matter of political will or of the availability of
financial resources. Both are obviously necessary conditions for change. But the
difficulties are more complex and we should become aware of them. When
looking at the past, one realizes that the majority of the educational
transformations proposed nowadays find their origins in many of the
recommendations formulated some fifty years ago by educators like Piaget,
Freinet and so many others in different regions of the world; and that the present
strategies specifically directed at teachers are widely inspired from the
recommendations which the ICE itself adopted at its thirty-fifth session, more
than twenty years ago. One of main lessons we must learn form this experience
is not to underestimate the difficulties.

The massification of the teaching profession

10. Among the most evident reasons which explains the difficulties facing
educational change, the first aspect to consider is the quantitative aspect.
According to the latest estimates, more than 50 million people in the world are
involved in teaching. Half of them work in primary schools and a third at the
secondary level. Furthermore, everything indicates that the number of teachers
will continue to grow, due on the one hand, to the expansion of educational
coverage in countries which have not yet been able to offer either primary
educational coverage in countries which have not yet been able to offer either
primary education, and on the other hand to the continuing demand for lifelong
education which keeps pace with the advancement of the social development
process. Teachers constitute today one of most important sectors of public
employment. The quantity and distribution of teachers in the various levels of the
system are, however, very heterogeneous. Simply as a general reference, allow
me to remind you that, while in Africa 70% of teachers are primary school-
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teachers, in Europe and the United States, they only represent 50%. Inversely,
while in Africa professors of higher education represent 4% of the teaching
profession, in Europe they reach 12% and even 20% in the United States.

11. The quantitative increase of the teaching profession has been associated with
diverse important phenomena. The first of them is significant internal
differentiation. This internal differentiation is linked not only to professional
performance at district levels within the system, but also, for one part to district
types of activity such as work in the classroom or management and supervisory
activities or special attention to pupils’ specific needs and, for the other part with
the very different levels of qualifications required to carry out the same activity in
different parts of the world in this regard, international comparison is very
eloquent, for instance, to be a primary school-teacher, in many countries it is only
necessary to have followed a few years of basic school, whereas, in other places,
a higher education degree is required. Very few professions have such a board
range of variations in the formal qualifications required for their performance.

12, Secondly, quantitative expansion has also been linked to the loss of prestige
which particularly affects primary education. Various studies show, for instance,
that middle-aged teachers who work in primary school place greater value on
their job than young teachers. This phenomenon can be explained by the fact that
older teachers have been trained in the framework of a society in which access to
primary school was a very important step and constituted for many pupils the
unique educational opportunity of their lifetime. Nowadays however, primary
school-teachers know that their activity is part of a longer process to which
teachers as much as pupils attribute only relative value.

13.  These examples show that we must be careful to pay attention to the fact that
teaching is a profession carried out by a very large number of people who while
they have a common basic core of skills, also develop a growing specialization
not only from the cognitive but also form the affective and practical points of
view.  This internal differentiation leads to conclusion that it is absolutely
necessary to avoid excessive generalizations when speaking about teachers and,
even more importantly, when it comes designing training, recruitment or
upgrading policies.

14.  Within the framework of the complex situation outlined by the massifaction of
the teaching profession, it seems to me appropriate to analyze the problems and
the strategies for action by using a criterion the sequence through which a teacher
is “made”. The main steps of this “making” process are three: choice of the
profession: initial training; and professional performance. Further to the analysis
of these three steps, I should also like to refer to two additional issues which are
at present the subject of considerable attention: question of new information
technologies; and the integrated or systemic nature of educational policies.

The choice of the teaching profession
15.  The first step in the making of a teacher is the moment at which young people

decide to devote themselves to teaching. The question put forward by many
specialists during the preparation of the Conference was precisely, who wants to
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become a teacher or a professor nowadays? The answer prevailing in most
regions of the world is that the teaching profession does not attract the most
talented young people and it constitutes in many cases a transitory activity in the
process of searching for a more prestigious employment.

16. The importance and the dimensions of this phenomenon are not the same
everywhere.  However, there is a general consensus about recognizing the
existence of the problem and the necessity of tackling it urgently. The teachers
for at least the first half of the twenty-first century are those young people who
are now in teacher-training institutes. Consequently, it is now that one must act if
one wants to guarantee good quality education for the next century. The regional
documents prepared as a basis for the ICE debates provide warming signals
which must be listened to. They all agree in stating that teaching is an activity
which shows very attractive from the viewpoint of social status: “Not many
people want to be teachers. Brighter students and high achievers opt for others
professions” (Africa), “Despite the fact that many attempts have been made, only
a small number of academically able students want to become teachers” (Asia-
Pacific) “The Arab teachers still do not enjoy adequate socio-economic status
which attracts qualified people to the teaching profession” (Arab States); “Most
students opt for teachers training as a last chance to attend university " (Western
Europe). National studies carried out in countries as different as Argentina or
Pakistan identify the existence of this problem, “Pakistan faces enormous
difficulties in recruiting new teachers and drawing the country’s best talent to
that field (..) teaching attracts only those who cannot find a better job”. In
Argentina almost 70% of teachers in training had thought about following other
studies before deciding to become teachers (...) for many of those who study to
become teachers, teacher training is considered as a “second class” alternative:
whether it be when encountering failure upon entering university or directly,
when facing the impossibility of accessing such higher studies”.

17.  Incentives to attract talented young people to the teaching profession can be very
different and may depend on each cultural, economic and social context.
However, it must be remembered that, for many years, specialists in this field
have recommended paying attention to not only the intellectual qualifications of
future teachers but also to the features of their personalities. An appraisal of the
discussions which have taken place on this issue during the last thirty years have
led a specialists to affirm that it is important to introduce personality tests for
those who wish to enter the teaching profession, in order to avoid the recruitment
of “fragile personalities wishing to compensate for their weakness by dominating
more fragile and defencless beings. The need for this selection is justified as
much by the risks run by the individuals who suffer more acutely from the
increasing difficulties facing the profession as by the psychological damage they
can compound among their pupils”.

Pre-service training

18.  The second step, after the choice of career, is pre-service training. In this phase,
all diagnoses indicate that the most significant problem lies in the important gulf
between training and the actual demands of an efficient and innovatory
performance.  Teacher training progammtes usually remote from the actual
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problems encountered in the teaching of socially disadvantaged pupils, such as
multi-cultural classes, teaching in marginal areas, the teaching of writing, reading
and arithmetic, resolving conflicts, etc. The pedagogical methods taught in initial
training often do not refer either to the principles that teachers are supposed to
apply in their work; more importance is attributed to purely academic training in
place of observation and innovatory practice; priority is given to individual
training rather than to team work, and there is more emphasis on purely cognitive
aspects than on affective ones.

19. The customary recommendation in the nineteen-fifties and nineteen-sixties was to
raise the initial training of teachers to the level of higher education. Many
countries created higher pedagogical universities or teacher-training institutes.
Although this is necessary, experience has shown that this measure is in no way
sufficient. A mere increase in the number of years of teacher training does not
result in an increase in the quality of vocational training. In many cases, passing
from training in the traditional mid-level teachers’ college to training in higher
education provokes a loss of specifically in the capacity of teach. Specific
training to teach reading and writing or arithmetic tended to disappear and dilute
itself in general preparation for literature or mathematics. According to some
surveys carried out in developed countries have not been well prepared to teach
reading or to perform in marginal social areas. They are not satisfied either with
the training offered by universities or higher teacher training institutes and,
inversely, look more favourably upon the training provide by people who come

from teacher”’s colleges.”

20. This dissociation between initial training and the requisites of actual performance
is one of the particularities of teaching activity. There is probably no other
profession with such high-level cleavages. The cause of this phenomenon are
varied, but at least two of them should be mentioned. The first is the considerable
autonomy which exists among institutions responsible for teacher training and
those which is linked to the previous one, is that the most innovatory educational
theories result from criticisms made about the pedagogical practices followed in
schools. The teaching profession is, paradoxically a profession for which people
are trained in accordance with theories which themselves criticize the practices
which must actually be followed professionally. This phenomenon should be
analyzed in depth. Criticism about typical teaching practices in schools is
important and necessary. But if it occurs without the presentation of alternatives,
it looses its usefulness and does not provide educators who wish to transform
education with the appropriate instruments for action.

21. A large part of the present debate concerning the reform of initial teacher training
refers to the relative importance which pedagogical training should have as
regards academic training for the discipline the teacher is expected to teach.
After along period during which priority was given to pedagogical training, there
was a reaction —at least in theory- which tended to prove that teaching efficiency
was linked more to good training in the discipline to be taught than to
pedagogical training. At present, the most promising line in this debate is the one

2 See Faroux
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which places the discussion in the context of the objective that the report of the
Delors Commission defines as learning to learn. In this regard, mastery of the
discipline which the teacher must possess refers to the capacity to transmit the
cognitive processes which every discipline requires. This is where the teacher’s
role, as a guide and model of the learning process, acquires its greatest
importance and where it is possible to articulate pedagogical training with
academic training. This training is the necessary condition for teachers
themselves to obtain the skills which permit lifelong learning and, in turn, to be
able to transmit these skills to pupils.

22.  Further to the challenge of /earning to learn, the Delors Report emphasizes
another very important aspect of initial teacher training: the development of
values and attitudes which promote the ability to /ive together. To perform their
work, teachers will be more and more required to have a solid capacity to teach
how to overcome conflicts by non-violent means, to promote solidarity, tolerance
and understanding between pupils who come from different cultures to contribute
to the building of pupils’ personality and their ability to choose freely between
the numerous options which modern life offers.

23. In the analysis of teachers; professional performance, the debates of the ICE have
allowed at least three big problems to the identified: new teachers’ first posts: the
individualism and isolation which teachers experience and, finally, the role of
teachers confronted with educational innovations. There are, of course, othcr
important issues such as professional career opportunities, teacher training,
management participation, and the matter of trade unions. However, in view of
the time available, I would prefer to concentrate on the three aspects I have just
mentioned.

24. The transition between initial training and the introduction to work is a crucial
moment in the “making” of a teacher. All evidence coincides to indicate that the
first -employment has a fundamental importance for the future professional career
of teachers. However, there are also numerous accounts stating that there is no
appropriate policy that applies at such an important moment. In general, the posts
that new teachers occupy when entering the teaching labour market are the most
difficult ones from the point of view of management. The youngest and least
experienced teachers often find themselves working in schools in marginal areas,
where available resources are strictly limited and where the schooled population
requires the skills of very competent teachers. The incentives for taking up these
jobs are not good and lead to a well-known consequence: young teachers try to
relinquish their posts rapidly in search of more favourable working conditions.
The cost of this rapid rotation and limited experience is paid for the by pupils
coming from low-income families, who suffer from the highest rates of school
repetition and failure.

25. The second problem mentioned in the analysis of this phase of the teaching
profession refers to the individualism and isolation in which teaches perform their
duties. All studies carried out on this problem agree that one of the most
important features of the teacher’s professional performance is its individual
nature.  School work organized in this way does not stimulate team
communication, nor co-responsibility for the results, and the obliges teachers to
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find solutions to the probleins they face in their activity “in private”. In
accordance with numerous studies, this feature constitutes one of the most
important obstacles to the development of a coinmon technical culture. The
present reforms in the management of education, which tend to stimulate the
autonomy of schools by means of projects unique to each school or college,
represent, from this point of view, the administrative basis upon which to build
teachers’ teamwork. The information available indicates that where the
autonomy given to a school allows for the establishment of a pedagogical project,
teamwork and accumulation of experiences are a necessity for the institutional
design itself. However, a change of this nature has important consequences on
training and on teachers; working conditions.

26. As regards training, teamwork calls for the incorporation of a greater level of
differentiation in professional profiles than at present. A team is made up of
people with different skills and abilities, it would be unrealistic to think that it is
possible to find all the skills required by educational work in an institution in a
single person, from 'thematic specializations or skills linked to working
requirements at different phases of personality development to personal skills
permitting the various aspects of institutional work to be tackled: management,
negotiation, teaching, evaluation, research, etc.

27.  Furthermore, the incorporation of the idea of a teachers’ team has significant
implications for management and working conditions. How can the mobility of
teachers be favoured if emphasis is put on institutional autonomy and if jobs are
relevant to what is taking place in each situation? How can a salary policy be
defined for teams and not for individuals alone? These questions —and certainly
many other points which will come up as advances are made in the development
of educational strategies based on an educational offer responding to a population
with different needs- do not have any existing answers. Finding answers will
require the acceptance of a certain degree of experimentation and assessment of
the results in this field, where every country’s traditions will play a fundamental
role.

28. Further to isolated individual work, the teacher’s professional attitude is
characterized by a strong scepticism with regard to innovations, particularly those
which imply the sharing of authority and responsibility. The analysis of
educational innovations has, however, clearly indicated that one of the conditions
for their success is precisely the involvement and active participation of teachers.
Breaking away from the rigidity of education systems, particularly in the public
sector, constitutes another important approach typical of an educational policy
ready to face the challenges of the twenty-first century. The generalization of the
capacity to innovate is indispensable in order to avoid innovations being
concentrated in a few places and becoming the property of one particular sector.

29. Beyond the personal attitude to undertaking innovation, it requires methods and
incentives to be introduced in the pattern of educational management. In this
regard, it is important for the educational administration to understand that there
is no unique way to solve problems. The promotion of innovation means,
precisely, accepting that there are more than one possible solution. Creating
places where teachers and school directors can find more opportunities to meet
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and discuss problems freely, and exchange information and advice, is one of the
most important recommendations to stimulate teamwork. Another of the
recommendations refers to strengthening the leadership of school directors. After
identifying innovatory directors according to school types —for instance, schools
in difficult areas- a piloting network should be established which would offer
interaction, sharing of experiences, and favour problem solving between them,; it
could be connected with a national or regional unit which would animate and
support their work and experiences; further to developing innovations, this would
promote the strengthening of teamwork among school or college directors
themselves.

The problem of the new information technologies

30.

31

32.

33.

To terminate, allow me to refer briefly to one of the contemporary issues of much
concern to all those interested in the development of education; the problem of
the new information technologies. The educational consequences of the
development of computing and of its use is presently the object of a broad debate
which has various dimensions.

First, their effects on the learning process itself must be analyzed. In this respect,
and in spite of the deep passion of those who advocate the use of the new
technologies and those who oppose them, the actual state of the discussion does
not allow definite conclusions to be drawn. Both the over-pessimistic hypotheses
which forecast the disappearance of schools and teachers, as well as the
technocratic fallacy which considers new technologies as the solution to all
problems, have been refuted by reality. The history of education indicates, in any
case, that cognitive development and the skills necessary to learn, for learning to
live together, for learning to be and learning to do, can be obtained by means of
less costly and sophisticated technologies. Fundamentally, there is no doubt that
the use of new technologies can become a very important instrument in the
learning process. Moreover, their presence is the same use in education. The
central problem, however, is that education must train for the skills required for
an intelligent and ethically responsible behaviour. In this perspective, the use of
technologies is not an end in itself, but a function of cognitive development and
of the building up of the personality.

Another problem created by the existence of the new technologies, however, is
that their development will lead to an accumulation of knowledge in the circles
where the predominate. Whatever exists outside these circles will run the risk of
a precarious life, as was the case for all information and knowledge which did not
become incorporated into books or written documents after the expansion of the
printed word.

More than the purely cognitive potential of new technologies, there is the problem
of how and to what extent to incorporate the technological variable into
democratic educational policies, if this is not done, it may condemn to the
sidelines all those who did not master the codes which give users access to these
instruments.
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34.

35.

36.

Secondly, and in direct relation with the problem of access to technology, comes
the question of the costs of this operation. This is not a trivial problem since it is
only a matter of initial investment but also of ongoing expenses brought about by
the adoption of new technologies (maintenance, permanent updating of hard, and
software, etc.). The massive incorporation of new technologies into education
means that what was once a problem exclusively concerning technical and
vocational education now concerns everyone. It will no longer be possible to have
a low-cast general education of good quality which is limited to a classroom,
desks and a teacher who gives lessons. The fight for resources and about who
must bear the costs of general education will be more and more intense, and there
is no reason to predict .that, without permanent pressure on the part on the part
popular sectors of society, the distribution of new technologies will assume a
democratic nature.

Thirdly, new technologies redefine the problem of living together. A common
feature of all these technologies is that they imply individual work and the
mediatization of relationships between people by means of screens, cards or other
instruments. Extreme versions about the social consequences of the new
technologies have been put forward on this theme, going from the utopia of all
being linked to all, the suppression of geographic boundaries, physical distances,
time limitations and bureaucratic and political regulations, up to the Orewlian
image of a society made up of dismantled beings, submitted to a total control
exercized by instruments able to oversee every detail of their lives.

It is possible to envisage both possibilities, but it would be most hazardous to
attribute one or the other consequence to technology itself. A non-technocratic
position towards this problem is to identify the social demands which are able to
stimulate the development of technologies in favour of the strengthening rather
than of the breaking down of social links. In this respect, the introduction of new

_technologies is supposed to liberate the time now devoted to routine tasks and

suppress spatial or technical communication barriers which diminish personal
development. In this sense, technologies contribute to significantly increasing
our access to information. But all analyses in this field indicate that, as with

. information which in itself does not imply knowledge, the mere existence of

communication does not imply the existence of a community. Technologies offer
us information and permit communication, which are necessary conditions for
knowledge and community. But the building up of knowledge and community
are the tasks of people, not of instruments. This is precisely the role to be
assumed by new technologies in education. Their use should liberate the time
now used for transmitting or communicating and allow it to be devoted to the
building of knowledge and the creation of stronger social and personal links.

The comprehensive character of future policies

37.

The analysis of the teachers’ roles in this moment of profound social changes

clearly demonstrates the enormous complexity of the problems and the
necessity to face them with systemic action strategies and not with fragmented
policies. During the previous decades and in response to the deterioration of
the working conditions and prestige of the profession, there was a natural
tendency to focus the debate about the teachers’ roles in terms of their material
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situation. This partial approach has shown its limitations and there is now a
growing consensus towards recognizing the need to tackle the problem from the
multiple facets making it up. But, as has been repeatedly said about the
systemic approach to educational strategies, recognizing the need to tackle all
dimensions of the problem does not mean that it is possible, nor advisable, to
try to solve everything at the same time. The systemic practice must be
understood as responding to the necessity of defining a sequence of actions
according to which the “when and how” of tackling the various dimensions of
the problem would become clear. The enormous diversity of the present
situations existing in our societies indicates that it is impossible to establish a
generally applicable sequence. Strategies must adapt to local conditions and
this is where they can be appropriately defined.

38. The outcomes of the ICE, as well as the mobilization and awareness-raising
provoked during its preparation, are a very important stimulus for all those who
are working towards improving the quality of education for all. We should now
focus our resources and technical skills in follow-up to the Conference. In this
context, the forty-third World Assembly of ICET is one of the most important
forums in which the follow-up of the ICE can be discussed. Thank you very much
for this opportunity to present the ICET outcomes and for your attention.
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ELEMENTARY SCHOOL PRINCIPAL'S TIME
MANAGEMENT
A FIELD STUDY

Dr: Moustafa Abd EL-Baki
Cairo University

Egypt
INTRODUCTION

Interest in time study is not new in the field of administration .Taylor ~ 1911 ), for
example, used the' time and motion study ' approach to determine the best performance
of workers in industry ( 29: 181 ) whereas F & L Gilbreth ( 28: 196 -197 ) focused on
man's movement in relation to time.

Currently, there is a growing interest in the study of time management for several
reasons: 1) the complexity of the work environment Socially, politically and
economically, 2 ) the rise in the annual change rate and the concomitant problems of
being unable to keep pace with the change(Toffler 1990) ~ 4:20-22), 3) the rise in the
expectations of organizations of their personnel roles, 4) the increasing interest in
studying individual's attitudes towards time (Dubinskas1988) (15:3-38 ), 5) considering
time a valuable source which should be wisely managed (12:189), (1 1 175), (26:171),
(24:204),(13:21 5 ). For these reasons and others, individuals as well as institutions are
looking for new means for time management (21:201 ).

In the area of educational administration, different researchers studied the
relationship between time and persons involved in the educational process (students,
teachers , supervisors, principals, etc. ) Knight, 1990 (26), Fisher & Berliner (ad.), 1985
(20), Anderson 1984 (10) ,Smith1979(30),Kmetz& Willower 1982 (25), Martine &
Willower 1981 (27).

The statement of the problem:

The present study aims at investigating how the elementary school principal in Egypt
manages his time at work, and how much time he gives to each of the different tasks and
activities performed daily . It also alms et investigating the difference between actual and
ideal distribution of time allocated to each task . In addition, the study aims to find out
the most important time wasters for the school principals . Specifically, the present study
addresses the following questions:

1. How does the elementary school principal manage formal school time ?
2. What are the tasks which consume most of the principal's time ?

3. How much time(actual and ideal) is spent on each of the principal's tasks?
4. What are the time wasters for the elementary school principal ?

Literature related to the present study will be reviewed with special reference to three
major dimensions: a) analysis of the principal's work time, b) time wasters and c)
improving time management.

With regard to the first dimension, i.e analysis of the principal's work time, Wolcott
(1973), in his study entitled :" The man in the principal's office " which is an exemplar of
the ethnographic studies dealing with elementary school principals, used ' intensive data
collecting techniques' to identify the tasks performed by the primary school principal’,
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the time spent in each task and the interaction between the principal and teachers,
students, personnels, parents, and people of the local community . The study showed that
the pre-planned meetings (26%) and sudden meetings (25%) were at the top of the tasks
which occupied the principal's time . It was also found that (50%) of the principal's time
was devoted to teachers and personnel, (20%) to students, and (30%) to parents and
people of the local community .(11:73,76,77), ( 16:40).

In their study of the elementary school principal's work behavior ,Kmetz & Willower
(1982) (25:62-78), indicated that the average number of tasks performed daily by the
principal was 123.3 . Twelve percent of these tasks only were devoted to evaluating and
improving the educational process.

The result of the study of Martin & Willower (1981) (27:69-90) entitled: "The
managerial behavior of high school principals " indicate that the principal spent (16%)
on office work , (17to31%) on pre-planned meetings, (5 81%) on phone calls. The study
also showed that the principal interacted with students (8 to 24%) and with others (13 to
30%) .

In a large-scale study, Valentine, Clarck, Nickerson & Keefe (16: 43,44) investigated
the work time of 1500 middle school principals . It was observed that tasks related to
personnel and controlling students' behavior occupied most of the principal's time .In
contrast, planning and the professional development of teachers were the tasks which
occupied the least of the principals' time .

Working with high school principals, Gorton & Mc Intyre (11:70,71 ) conducted a
Study to compare the principal's actual time distribution with ideal time distribution. It
was found that there were significant differences between the actual and ideal time
distribution. Hager & Scarr ( 16 :46 ,47 ) also reached similar conclusions .

With reference to the second dimension, i.e time wasters, various studies investigated
managers' work time in order to identify these wasters and the time spent on each of
them. Le Beuf (8:63) for example, asked managers in 14 countries to specify the most
important time wasters in their work . At the top of these wasters were: phone calls,
unexpected visitors, pre-planned and sudden meetings, unclarity of priorities and
objectives, and inaccurate information . Other researchers, e.g., Miller (3:50), Prisclia
(17:27) and Alessandra & Cath Carth (8:556,559) had similar findings .

It is noteworthy that these studies investigated time wasters of managers in non
educational institutions. There are few studies conducted in this area with school
principals. Huges & Uban (1:268,269), for example, found that some of the time wasters
for school principals were: office work, meetings, communication problems , personnel
problems, and maintenance of the school building . Hence ,the present study may
contribute to fill the gap in this area, i.e., school principals' time wasters .

Studies related to the third dimension, i.e. improving time management, focused on
offering managers several methods which may help them in making better use of their
work time . Some of these methods included: specifying objectives and priorities clearly,
setting up time plans , establishing proper communication, controlling time, and
distributing work among personnel effectively ( Ferner 1980 , (19:12,13 ); Knight
1990(26:174 ), Hill 1989(22: 79-82) ; Campbell, Corbally ,& Nystrand 1983 (11; 175,
176 ) hodgetts 1990 (23 356 358 )

The field study
In the light of the questions addressed, the present field study aims to:

1. Identify the tasks performed daily by the elementary school teacher.
2. Find out how much time actually is spent on each task.
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3. Find out the tasks which occupy the most and the least of the principals' time.

4.Find out the tasks which, in the principals' opinion, ought to take most of the
principals' time .

5. Find out the most important time wasters for principals.

Tool of the study

The present survey study used the diary keeping technique (14 :158 )., and the time
log (18:80-94). The researcher constructed a questionnaire which included three mayor
sections:

1. Time record : This section aims at identifying the tasks performed daily by principals
and the time spent on each task . The respondent is required to record all tasks he
performs daily and the time he actually speeds on each task in minutes . A sample
record was provided for principals as an illustration.

2. This section included 12 tasks usually performed by school principals . These tasks -
( see table 1) were selected from literature: 1992 (9); 1993(5;105-106) 1987 (16
143,44 ); 1991 (1:145 - 190 ). Respondents were required to specify the time they
"ought to" spend on each task on a five point scale: very long time , long time,
average, short time and very short time .

3. Time wasters: This section included twenty causes of time wasters for school
principals collected from related literature: 1991 (8:63). 1982 (17:27);1994 (3:50),
1983 (6 :317-319 ) . Respondents were required to rate the importance of these
twenty causes on the same five- point scale .

Sample: The questionnaire was sent to seventy elementary school principals in four
provinces in Egypt Cairo, Beheira, Al-Fayoum and Ismailia . Only 45 principals returned
the questionnaire . Five of these were excluded -because respondents did not provide
accurate information included 40 principals .

Data analysis: In his analysis of the data of the study, the researcher used the
technique known as the Work Distribution Chart . This chars allows the researcher to
recognize  the tasks performed by school principals and the time they spend on each task
. Therefore, the chart facilitates the researcher 's work of analysing and evaluating time
management . In order to determine the time spent on each task in relation to other tasks
.The researcher used percentages .

Findings of the study: The findings are classified in accordance with the four major
questions addressed by the study . With regard to questions (1) and (2), i e.Ouestion|
‘How does the primary school principal manage formal school time?Question2: What are
the tasks which consume most of the principal's time ? analysis of the principal's
responses indicated that the primary school principals performed a variety of tasks ( see
table 1) . Investigation of table ( 1 ) shows that:

1 - The primary school principals' daily work is focused on eleven tasks only. Principals

have no time for school curriculum development . The table also shows the time
spent by principals on each task .
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2 - The first three tasks, in table (1), consume 60.34 % of the principals' time . The
other eight tasks consume only about 40% of the time . If we take into consideration
Pareto's principle which indicates that the effective principal focuses his time on 20%
of the tasks, i.e. the most important ones, (8: 35 ~ ) we can realize that the findings of
the present study are in harmony with Pareto's principle.

On the other hand, the tasks which consume most of the Egyptian elementary school
principals' time in the present study differ from the tasks which consume most of the
principals' time in the related literature . This may be due to the fact that there is no
general agreement among educational adminstrators on task priorities.

In addition to these findings, the work distribution chart indicated that the average
number of work hours for the principal in the present study was 5 hours and 40 minutes.
This number is remarkably loss than the number of work hour for principals in the
related literature . (25 :68 ); (27 :72 ) .This is due to the fact that many Egyptian primary
schools follow the two - shift system (i.e. one school starts in the morning till noon and
another school, in the same building, starts at noon ) .

In order to answer question 3: How much time (actual and ideal) is spent on each
task?, responses were analyzed in terms of average (out of 5) and average percentage .
Table (2) shows the ideal distribution of time spent on each of the tasks performed by the
principals. Investigation of the table indicates that the first three tasks scored an average
over 75 % . These three taks are: administering and organizing evaluation & follow -up
processes (4.07/5 average 81.50 % ); providing opportunities for the integral growth and
care for students (3.97/5; average 79.5 % ), and setting up en effective evaluation system
(3.9 /5, average 78.5 % ). Comparing the order of tasks in table (2) (i.e. the ideal) with
the order of tasks in table (1 ) (i.e. the actual ) shows that the first two tasks had the
same order, whereas the third task in table (2) ocuppied the eleventh rank in table (1) . It
is also observed that the third task in table(1) ocuppied the eleventh rank in table (2) .
But there were no statistically significiant differences between the actual distribution of
time on task (table 1) and the ideal distribution of time (table 2) . - ,

Further investigation of table (1 ) shows that principals actually spent more time
(74.22 %) on seven administrative tasks( 1,3,4,5,6,9,10 in table1 ) and spent ( 25.57 %)
on four technic tasks ( 2,7, 8, 11 in table 1 ~. In the ideal case ( table 2 ), in contrast,
respondents indicated that they would spend more time ( over than 60% of work time )
on seven tasks, five of which were technical ones (2, 3,4,6and7 in table 2). With regard
to question 4: What are the time wasters for the elementary school principal ?,
investigation of table (3) indicates that 15 of the time wasters were agreed upon by over
60% of the respondents . Seven time wasters only were agreed upon by over 70 % of the
respondents. These seven are: unexpected visitors (87.5%), going to hospital (82.5 %),
paper work and correspondence (80%), sudden meetings (77.5 %), customs and
traditions (75%), unclarity of priorities (72.5%), and hesitation and postponment of
decisions (70%). Comparing the findings of the present study with other studies revealed
interesting differences Le beuf (8:63), for example, reported eight time wasters; four of
them were reported in the present study (i,e. unexpected visitors, sudden meetings,
unclarity of priorities, and hesitation and postponment of decisions . Some of the time
wasters in the present study were absent in le beuf's s study (i.e. going to hospital , paper
work and correspondence, and customs and traditions ) . These time wasters were also
reported by another Arab researcher ( 2: 136) . This indicates that time wasters may vary
from one culture to another . It is noterworthy that one time waster reported in the
present study (i.e. customs and traditions ) was never reported in foreign studies e.g.: (
3:50); (8:559,586), and ( 2: 132-136).
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Further investigation of table (3) shows that three of the time wasters were agreed
upon by 50% of the respondents or less.These are: leaving school before the formal
leave time (50%),surplus labour (50%), and phone calls (27.5%). Table (3) also shows
the time wasted on each of the time wasters reported in the present study as well as their
order . Correlation between the order of time wasters and the order of time spent on each
of them was significiant (i.e. 0.30 ) .

Thorough analysis of all the findings of the present study reveals that time
management and time wasters are influenced by three major variables: personality traits,
societal and professional variables .

1 - Personality traits:
Research shows that personahty traits are an influential factor with regard to time
management . A person who believes that he can control the environment around him
can effectively manage his time . (2:26); (26: 177). A hesitant personality, for
instance, may cause more time wasters such as: hesitation in making decisions,
postponment of decisions, inability to control others .

2 - Societal variables:
~ Time management varies from one society to another. Customs and traditions of the
society greatly influence time management . People in a society may learn to value
time formally (through educational institutions ) or informally through mass media .
In some societies, customs such as: dropping in at any time, chatting during work,
coming late to work, reading newspapers, may be the prime causes of time wasters .

3 - Professional variables:
A person who does not realize his job duties may not manage his work time in
effectively. Such a person may not be aware of work priorities. (7:79-101) . In such a
case he may not manage his time appropriately ,i.e. he may speed too much time on
less important tasks .
In conclusion, the researcher suggests the following future studies:

1. Planning a programme for training school principals on time management .

2. Time management by school principals: a comparative study between an urban area
and a rural one .

3. Time wasters for school principals: an analytic study .

Table 1
The principals' tasks and the percentage of time spent on each task ( status quo )
Tasks time %

1-Administering and organizing evaluation &follow-up processes. 30.30
2- Providing students with opportunities for growth. 17.07
3- Administering and organizing communication processes. 12.97
4- Administering and organizing material facilities at school. 9.37
5- administering and organizing relationships with local community. 9.07

- 6- Administering and organizing personnel. 7.83
7- Promoting professional development of school staff. 417
8- Setting up plans for improvement. 3.43
9- Administering students affairs. 248
10- Administering and organizing financial affairs. 2.20
11- Establishing an effective evaluation system. 0.90
12- Developing school curriculum. 0.00
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Table 2

The principals' tasks and the percentage of time spent on each task ( the ideal view )

Total Average
Tasks score out %
of §
1- Administering and organizing evaluation & follow -up 4.07 81.50
processes .
2- Providing students with opportunities for growth . 3.97 79.50
3- Establishing an effective evaluation system . 3.90 78.50
4- Setting up plans for improvement . 3.42 68.50
5- Administering students affairs. 3.40 68.00
6- Developing school curriculum . : 3.35 67.00
7- Promoting professional development of school staff. 3.05 61.00
8- Administering and organizing financial affairs . 2.97 59.50
9-Administering and organizing material facilities at school. 2.90 58.00
10 -A dministering and organizing relationship with local 2.67 53.40
community. . 4
11- Administering and organizing communication processes. 2.60 52.00
2.50 50.00

12- Administering and organizing personnel .
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Table (3)
Percentage of agreement on time wasters and the time spent on each

Time spent on each-waster

Time waster Disagree | Agree | VL | L. A S. | V.8 | averag | order
€
1- Phone calls. 72.5 27.5 9.0 90 | 18.1 | 18.1 | 455 | 43.6 16
2- Unexpected visitors 12.5 87.5 85 12282572571} 171 56.0 6
3- Sudden meetings. 225 775 | 64 | 96 | 3871290} 160 | 522 10

4- Unclarity of priorities. 27.5 72.5 | 137 ] 241|241 {206 | 172 | 59.3 2

5- Ineffective delegation 35.0 65.0 | 1921153 | 11.5] 192|346 | 53.0 7

of power.

6- Hesitation and 30.0 700 | 107 | 71 | 214178 | 428 | 45.0 15
postponement. '

7- Overflow of paper 20.0 800 [ 343|187 281 ] 93 | 93 71.8 1
work and )
correspondence. '

8- Chatting. 32.5 67.5 1 37 | 11.1 | 222|185 | 444 | 44.4 17

9- Labour surplus. 50.0 50.0 | 150 | 20.0{300] 150} 200 | 590 4

10- Reading newspapers 40.0 60.0 | 4.1 00 {125]208|625]| 325 20
and magazines.

11- Coming late to 475 525 | 95 | 142 ] 0.0 | 142 [ 619 ] 390 18
school.

12- Going to hospital. 17.5 825 | 121 {121 | 211 | 272 {272 ]| 509 11

13- Drinking tea and 35.0 650 | 38 } 00 115269 | 576 ] 33.0 19
coffee.

14- Leaving school 50.0 50.0 | 100 | 0.0 | 200|250 450 | 45.0 14

before closing time.

15- Sudden interruptions. 35.0 65.0 | 153 | 153 { 11.5 ]| 115 ] 46.1 | 48.4 12

16- Customs and 25.0 75.0 | 200 | 10.0 | 200 | 133 | 36.6 | 52.6 9
traditions. :

17- Orderly records. 45.0 550 | 366 90 | 90 | 45 | 09 | 590 3

18- Incomplete 37.0 625 | 160 | 160 | 16.0 | 20.0 | 320 |- 52.8 8
information.

19- Information coming 325 67.5 [ 185222 | 11.1 | 296 | 185 | 585 5
late.

20- Personal des- 37.5 62.5 16 00 |320] 40 | 480 | 464 13
organization.

N.B VL.=Verylong L.=Long; A = Average; S.=Short; V.S.= Very shon
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ENHANCING INSTRUCTIONAL QUALITY THROUGH
EDUCATIONAL REFORM: VALUE-ADDED AFTER FOUR YEARS

Dr. Kapur Ahlawat and Hisham Al -Dajeh
NCHRD
Amman - Jordan

The Context

In 1989 Jordan embarked upon an ambitious educational reform program to
restructure and revitalize it., basic and secondary education system. The main goal of
reform focused at enhancing student achievement levels. The key reform elements:
reconstructed curricula, newly designed textbooks and instructional 'materials, and
inservice teacher training in classroom applications of innovative instructional methods
for using new textbooks and materials were introduced for the first time in 1st, 5th, and
9th grades in the scholastic year 1991-92. Next year they were introduced in 2nd, 6th,
and 10th grades. By the year 1994- educational reform had covered nearly all the school
grades (1-12). -

Recognizing the fact that the ultimate test of the impact of educational reform
depends upon enhanced student achievement levels, the National Center for Educational
Research and Development (now renamed as the National Center for Human Resources
Development (NCHRD)) designed a reform impact evaluation program to assess
improvement in instructional quality reflected by student achievement levels. The
assessment design entailed a stratified two-stage random national sample of 245 schools.
One section was randomly selected if schools contained more than one sections in the
8th grades. (For detail about sampling characteristics and domains of variables tested,
see Ahlawat, 1993; Ahlawat, et al., 1994 a, 1994b).

Students were tested in three subjects, Arabic Language, Mathematics, and Science,
at the end of the 1992-93 scholastic year. In addition to achievement in the three
subjects, questionnaires were administered to students, parents, teachers and principals
to gather various types of information on attitudes, beliefs, and perceptions about
schools, classrooms, instruction and management practices. (see Annex I for domains of
variables included in the study).

At the first stage information was collected primarily to serve as baseline data to
study changes (if any) after about four years of educational reform. The same
achievement tests and questionnaires were administered again to the 8th grade students
in the same schools. The second testing took place after the students had completed 4
years under the reform program using new curricula and textbooks taught by teachers
who had received inservice training in innovative instructional techniques recommended
to foster critical thinking, problem solving, self-learning, and higher level cognitive
skills in students.

While the whole assessment program covered achievement testing in three mayor
subjects (Arabic, Mathematics, and Science), this study concentrates on Mathematics
achievement alone.

The samples of 8th grade consisted of 2,484, and 3,747 students, respectively, for the
years 1993 and 1995. In 1993, however, only about one half of the students in each
sampled class took the mathematics test. Thus the mathematics test sample in 1993
consisted of 1750 8th grade students. In the year 1995, the mathematics tests were
administered to the whole classes. The comparisons of performance on the math test 8th
grade classes between the years 1993 and 1995 were based on the same school units. It
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should be clear that schools and grades were the constant units of comparison while the
student populations on the two testing occasions were evidently different. Thus, the same
grades were measured on the same tests in the same schools on two different occasions.
On the first occasion students of 8th grade had no exposure to the elements of education
reform, whereas, on the second occasion the students of 8th grade had been exposed to
reform processes continuously for four years.

The following section presents a brief description of the contents and composition of
the 8th grade achievement test of mathematics and its psychometric properties on both
testing occasions (1993, 1995) based upon the performances of samples.

Composition of the 8th Grade Math Achievement Test

The 8th grade mathematics achievement test consisted of 46 items of which 30 were
multiple~choice and 16 supply-response. The test was designed to cover both new and
old curricular contents and objectives. Generally, the old and new curricula shared the
same contents but a few new topics namely, Probability and Trigonometry were added to
the newly constructed math curriculum while a few topics were shifted to the 7th grade
textbook.

The test was designed to study 1mprovement in student achievement levels (if any)
after the introduction of new curricula, textbooks and other changes stipulated by the
comprehensive basic and secondary education reform in Jordan. The test covered three
broad cognitive skills (Conceptual Understanding, Procedural Knowledge, and Problem
Solving) and eight content topics (Basic Concepts, Algebra, Geometry, Measurement,
Ratios, Numbers, Probability, end trigonometry). The last two topics i.e., Probability and
Trigonometry, to which five test items were devoted, were not covercd by the old
(pre-reform) curricula. When the test was reproduced for the 1995 testing, faults crept in
two of the items, so they were discarded. The three Probablllty items and two
Trigonometry items were analysed separately.

Therefore. math achievement comparison of the pre-reform and post8th rade

- students’ populations were based on test and sub-test scores computed from various
combinations of the 39 items which were covered by both old and new curriculums.

Table (1) presents the distribution of the 39 test 1tems across venous cells of a table
of specifications.



Table (1)
"Table of Specifications for the 39 Math Test Items
Common to Both Old and New Curricula for the Eighth Grade

Skills  Conceptual Procedural Problem Total
Understanding  Knowledge Solving

Content (CU) (PK) (PS)
Basic Concepts 3 3 - 6
(BAS) 15%
Algebra 4 6 - 10
(ALG) ' 26%
Geometry (GEO) 5 2 - 7
18%
Measurement - 7 - 7
(MEA) 18%
Ratios 2 1 1 4
(RAT) 10%
Numbers 2 "3 - 5
(NUM) 13%
Total 16 22 1 39

41% 56% 3% 100%

As can be seen from Table (1) there is relative preponderance of Algebra items (26%)
as compared to only 10 percent items from the topic.of ratios. Among the three cognitive
skill areas, 'Problem Solving' has only a nominal representation. There is only one item
(3%) in the whole test that falls into this category. This however is a different issue. At
the moment it should suffice to note that in this study the post-reform and pre- student
populations' math achievement has been compared on the basis of the same 39 items.

In the following section we compare the classical psychometric properties of the test
between the post-reform and pre-reform samples of 8th grade students. We remind the
reader that in the post-reform testing all the students in ~ sampled class took the math
test whereas in the pre testing only one half of the students in a sampled class were
administered the math test the other half took the science test.

Psychometric Properties of the Grade 8 Math Test in the Pre-Reform and
Post-Reform Populations

Reliability Indices of the Whole Test and Subscales in the Post and Pre Reform
Populations.

Table 2 presents the alpha coefficients of the whole test and of all the subscales
computed from the two populations.



Table (2)
Math Test Scale's and Subscales' a - Reliability Coefficients
for Pre and Post-Reform Grade 8 Populations
(N: Post = 3747, Pre=1750)

Scale/Sub-Scale a- Coefficient
(No. of Items) Post-Reform Pre-Reform
Whole Test (39) 74 .70
Basic Concepts (6) 18 31
Algebra (10) 36 .38
Geometry (7) 31 13
Measurement (7) 62 .52
Ratios (4) 17 29
Numbers (5) 24 27
Conceptual Understanding (16) 46 45
Procedural Knowledge (22) .67 .60

Cranbach's alpha reliability coefficients were computed for the whole test, for every
one of the six content subscales and the two cognitive skill subscales (the third, skill
scale 'Problem Solving' had only one item) for each of the two populations. The
magnitude of a -coefficient reflects the consistency in the sample's performance over all
items defined for a scale or subscale. Higher values of the coefficient indicate
homogeneity of performance across items and lower values indicate the reverse, lack of
homogeneity of student performance across items. The homogeneity coefficients range
from moderate to low. For a 39-item math test, covering six divergent content areas and
three different skills, the homogeneity reliability coefficients of .74 and .70 for the
post-reform and pre-reform samples, respectively, are reasonably good.

Among the six items, measuring basic concepts, the homogeneity of student
performance has decreased by 13%. For the pre-reform sample it was .31 but for the
post-reform sample it fell down to .18. For the 10-item Algebra subscale, the degree of
homogeneity is about the same. Also for Numbers subscale (5 items) it is about the
same. For the seven Geometry items it has increased from .13 in the pre-reform sample
to .31 in the post-reform sample, and for the seven Measurement items it has increased
from .52 t0.62. The 4-item Ratios subscale has shown a 12 points' decrease from .29 in
the pre-reform sample to .17 in the post-reform sample.

The homogeneity of performance over the 16 ijtems tapping Conceptual
Understanding has not changed.. It was .45 for the pre-reform sample and .46 for the
post-reform sample. Over the 22-item Procedural Knowledge subscale it has increased
from .60 in the pre-reform sample to .67 in the post-reform sample.

Given the same set of items increase in homogeneity of students' performance may
be interpreted as better grasp over the specifics and consolidation of knowledge and
understanding of the various aspects connected with a defined area of knowledge and
content; the decrease may be interpreted as its converse.
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Table (3) continued

23 M25 21 14 07%%x 22 18
24 M2 33 .22 BELLL .33 .08
25 M27 .28 17 BRI 04 05
26 M29 .30 25 05%*+ 27 , .13
27 M30 .23 18 05 12 04
28 M3l .39 20 19*es 45 34
29 M32 .39 17 21%%s 43 32
30 M33 28 43 - 16%*+ 17 26
31 M35 28 21 OT+#+ 25 15
32 M6 .30 22 08 21 01
33 M37 .26 27 -.0INS .09 11
34 M38 24 29 -05%** 01 18
35 M39 .04 .06 -.02%%+ 33 32
36 M40 004 04 -04%++ 14 20
37 M4l-A .51 39 12%%s 11 32
33 M2 14 0T 07w 41 32
39 M43 41 30 L 14es 19 04

Mean(p ) .35 28 07 23 21

MIN 0035 02 -16 .00 01

MAX 68 57 28 48 41

VAR 20 18 01 02 01

“Note:

* =P<05

* = P< 01

*+% =P < 000

In Table (3), the column titled "Difficulty Pi" is divided into two columns. The "post"
column contains the item difficulty index (proportion of students who answered the item
correctly) for the post-reform population. Likewise, the column headed "Pre” contains
item difficulty index for the pre-reform population of students.

The "Difference” column contains the value of difference between the post-reform
and pre-reform _difficulty indices of an item. It is generally expected that in the
post-reform sample the proportion of correct responses will increase. If this happens then
the difference will be positive. If no change has occurred then the difference will be

ERIC - 158us




The Indices of Difficulty and Discrimination Power of the Items.

Difficulty and Discrimination indices of the items for both post-reform and pre-
reform samples are presented in Table (3). Difficulty index of an item is actually an
index of easiness of the item. In fact, it is the proportion of students answering the item
correctly. The larger the value of the difficulty index the easier the item.

: Table (3)
Comparison of Difficulty and Discrimination Indices of Items
Between the Post -Reform and Pre-Reform Samples
(N: Post-Reform = 3747, Pre-Reform = 1750)

Difficulty (Pi) Difference  Disc. Item-Remainder Corr.

S.No. Item Post Pre Post-Pre Post Pre
1 M1 55 . .28 27** .16 23
2 M2 18 27 -.09%*** 14 31
3 M3 43 47 -.04* 27 25
4 M4 2319 04+ .00 12
5 M5 62 41 214+ .19 21
6 M6 61 49 12%%% 42 41
7 M7 45 33 BVALL 48 41
8 M8 68 47 214+ 38 38
9 M9 39 21 18%*#* 23 14
10 MI0 .58 44 5% 28 15
11 Mil 31 32 -.0INS 17 17
12 M2 42 37 o6t 10 08
13 Mi3 45 57 - 11%%* 26 32
14 Mil4 35 07 28%%* 40 11
15 Mil5 36 28 08*** 41 36
16 Mi6 57 47 0] #** 13 15
17  M17 .02 .02 .OONS 26 | .19
18 Mi8 06 04 024+ 28 29
19 M9 37 42 - 06*** 12 .19
20  M20 29 23 06*** 14 01
21 M23 49 42 07%%* .05 -.04
22 M24 51 43 08+ 43 38
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zero. If post-reform students' performance on the item has decreased then the difference
will be negative.

We tested the statistical significance of these differences by unequal two-tailed 1-test.
If the difference is not significant at the .05 alpha level, it is marked NS (Not
significant). Whether positive or negative, if the difference is significant it is marked by
appropriate number of asterisks A single asterisk represents statistical significance at less

than or equal to (P <.05) five percent level but greater than one percent level. Two

asterisks indicate the statistical significance at the level ranging from one percent to
greater than one per thousand. Three asterisks the significance level of one per thousand
or less.

The column headed "Disc. Item-Remainder Corr." contains the coefficient of
correlation between the item and the total score computed over the rest of the items in
the test.

This item-remainder correlation coefficient is called a discrimination index of the
item. The value of discrimination index indicates the power of the item to differentiate
between high and low performing groups of students when performance is measured by
a student's total test score computed without the score on the item whose discrimination
power is being estimated.

If students' ability to answer the item in question is related to their abilities to answer
the remaining items in the test then the item's discrimination index represents the
strength of this relationship.

The direction of relationship (if the relationship exists) can be positive or negative.
On account of the logic of interpretation of the test score, items with negative
discrimination are recommended to be discarded from achievement tests. An item will
show a near zero discrimination index if: (i) it is ambiguous and therefore interpreted by
different students in different ways irrespective of their achievement level in the subject;
(ii) the knowledge and skills required to answer this item share nothing in common with -
ability and skills tapped by other items in the test; (iii) it is so easy that all examinees
- answer it correctly; (iv) it is too difficult to be answered even by the very bright students;
(v) it has been miskeyed. An achievement test item may have a negative discrimination
if, due to some reasons, low achieving students answer the item correctly and high
achieving students answer it wrong.

Bearing of the Difficulty Index on Change in Performance.

When an item is scored (0/1), its difficulty index, the proportion of students who
answered the item correctly is actually the sample mean score of the item. Thus, for each
itein in the test, we have average performance of the post-reform sample, as well as, that
of the pre-reform sample. Given this. we can directly see the difference in the
performance of pre-reform and post-reform populations of the 8th grade Jordan on each
individual item in the test. :

" Examining the entries in "Difference” column in Table (3) we see that:

1. Three out of 39, nearly 8%, of the test items register no difference whatsoever
between the performances of pre-reform and post-reform populations of the 8th grade
students. :

2.0n 8/39, about 20% items, post-reform students' performance has deteriorated

significantly.
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3.0n the brighter side, on 28 out of 39 (72%) items post-reform students have
outperformed their pre-reform cohorts at a high level of statistical significance

(P< 000).

The three items on which there is no significant post-reform improvement belong to
rather abstract theoretical and analytical topics in the math curriculum. One item belongs
to irrational numbers, one to factorization and one to algebraic analysis. One item is
supply response and two are multiple choice. In both testings only 2% students answered
the supply-response item correctly. The performance on both multiple choice items is
Jjust above chance level and discrimination power is very low. It seems that teachers are
not skilled enough to present these concepts in a way that students could have a good
grasp of them. Although full chapters are devoted to these topics in the textbook,
inservice training under reform does not seem to have impacted the instructional skills of
teachers in these topics. These areas were weak before the reform and these are still
weak after four years of reform.

The 8 items on which performance has decreased can be classified into two groups:
(1) items which were taught in the 7th grade, and (2) items that related to analysis. Two
items belong to the topic which has been shifted down to Grade 7 and one belongs to the
topic which was covered in the beginning of the year. The performance on these items
has deteriorated perhaps due to forgetting effect. Students, everywhere, try to remember
things to pass the exam. A substantial portion of learning that was driven by examination
is rapidly lost after the exam is over, particularly if the learned material has no chance
for later application.

In the pre-reform testing the topic of sets was taught in the eighth grade, while in the
new curriculum it has been shifted down to 7th grade. Two factors are at work here.
First, the way the teachers introduce new concepts of mathematics do not help pupils
understand them clearly. Second, students who learnt the concepts tO pass the 7th grade
exam had no motivation to load their memory with the knowledge that had no
application in their real life after the exam is over. A combination of such factors has
resulted in lowering the performance of post-reform students on the contents which were
taught in the 7th grade.

In spite of the fact that the reform program overly emphasizes the analytical skills
and critical thinking, on almost all the items of mathematical analysis post-reform
students' performance has shown significant decline from the baseline performance
standard of the pre-reform students. Although, student performance in this area has
always been poor. For instance, one of the four items was answered correctly by only
4% of the pre-reform and 0.4% of the post-reform students. On another item from the
same group the performance was 6% and 4% respectively for pre-reform and
post-reform students. On the face value, the items look simple, straightforward, and
ordinary. This raises the question, how the whole area of analysis is handled in the 8th
grade classrooms.

On a pleasanter note, there is statistically significant improvement on 72% of the test
items, even though the gains are low to moderate, ranging from 2% to 28%. The average
gain on these 72% items is .11 with a standard deviation of .07. The comparison of
distributions of item difficulty index in the two samples can provide information about
the differences in their performance. The frequency distributions of the difficulty and
discrimination indices of the two samples are presented in Table (4)

i )
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. Table (4)
Comparative Frequency Distributions of the Difficulty and
Discrimination Indies of the Grade 8 Math Test Items From the Two
Samples [Pre-Reform (1993) and Post Reform (1995]

(a) Difficulty Index
Interval Post-Reform Pre-Reform
Freq. % Freq. Fregq. % Freq.

Lo-.20 6 15 11 28
21-.30 11 28 13 33
31-.40 8 21 4 10
41 -.50 6 15 10 26
S1-.60 5 13 1 3
.61 - Hi 3 8 - -

Total 39 100 39 100

(b) Discrimination Index (Item-Remainder Corr.)
Lo-.30 27 69 27 69
31-.40 5 13 10 26
.41-.50 7 18 2 5

Total 39 100 39 100

From the distribution of the difficulty index in the post-reform and pre-reform
populations one can sce that in the lowest range of difficulty index (.2 or less) the
percentage of items has decreased from 28% in the pre-reform to 15% in the post-reform
sample. We restate that low values of difficulty index actually represent items with high
difficulty levels. ‘

Here the first row of Table (4) designated (Lo-.20) contains those items which were
answered correctly by 20% or less than 20% of students. So, this is the category of most
difficult items. The percentage of items in this category has fallen from 28 to 15.

On the easier end of the test the last two rows of Table (4) record items that were
answered correctly by more than 50% of the students in each sample. In the pre-reform
sample only 3% of the test items were answered correctly by more than 50% of the
students. while in the post-reform sample the percentage of items falling in this category
increased from 3 to 21.

This is an indication of relatively better performance of the post-reform students.
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Figure (1)
Grouped Frequency Distribution of Difficulty Index in Post-Reform

and Pre-Reform Samples

B Post
Pre

Percentage of Items

Lo-20 21-30 .31-40 41-50 51-60 .61 -Hi
Difficulty Level

Figure (1) presents a graphic display of the two distributions of item difficulty
index.

Item Discrimination Levels in the Two Populations

Regarding discrimination power of the test items in the two samples, the items were
- categorized into three groups; low, medium, and relatively high. As can be seen from
part (b) of Table (4), in both samples the percentage of items in the low group remains
the same (60%). In the moderate group the percentage of items has decreased from 26%
in the pre-reform sample to 13% in the post-reform sample. In the medium
discrimination power group the number of items has increased from 5% in the
pre-reform sample to 18% in the post-reform sample. Given the same test, increase in
discrimination power reflects clearer conceptualization of what is measured by the test in
the minds of the groups of examinees.

Post-Reform Gains in Grade 8 Math Achievement

Having compared the psychometric properties of the test in the post-. and pre-reform
samples now we examine the reform gains with respect to the total test score and
individual subscale scores of the six content and three cognitive skill subscales. The
percentage correct scores on each subscale and the whole test were analyzed. Unequal
independent sample t-test was used to test the statistical significance of the difference
between post-reform and pre-reform means on each subscale and the whole test. The
results are presented in Table (5).
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Table (5)
Differential Performance of Pre-and Post-Reform G8 Populations on the Math
Test Components (N: Post = 3747, Pre = 1750)

Component Mean SE Diff . in 95% CI
Means
Post Pre Post Pre  Post-Pre

Totscore 347 278 22 29 6.9%** 6.2_179
Basic Concepts 375  31.1 33 Sl 6.3%** 51_75
Algebra 214 19.1 .23 34 2. 3%k 1.5_3.1
Geometry 39.1 269 34 A1 121 11.1__13.2
Measurement 459 314 44 S5 14.5%%* 132159
Ratios 346  30.6 40 .59 4,0%%* 26_54
Numbers 36.1 35.1 39 54 1.1NS -23_24
Conceptual Understanding ~ 39.9 344 26 37 5w 47_64
Procedural Knowledge 3.5 236 .25 31 7 Qkkk 7.1_8.6
Problem Solving 20.8 13.7 .66 .82 ALY 50_92

On the whole test designated by 'Totscore' row there is a gain of about 7%:
post-reform students have scored significantly ( P < 000) higher than their pre-reform

cohorts.

The overall gain, however is composed of different components. Content-wise, it is
comprised of the six content scales with varying degrees of gain. Among the six content
areas the gain ranges from 14.5% in Measurement to no gain in "Numbers". "Geometry" -
with 12% gain "Basic Concepts" with 6% gain comes third, 'Ratios" with 4% gain comes
fourth and "Algebra" with a nominal 2% gain comes fifth.

Along the cognitive skills dimension, the gain in each skill area is nearly the same,
the observed mean gain score varies from 7.9 (Procedural Knowledge) through 7.1
(Problem Solving) to 5.6 (Conceptual Understanding).

Differential Gain Over Different Areas of Content

Areas of differential gain are clear from Figure (2) which displays a Bar-Graph of
mean gain scores in the six content areas.
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Figure (2)
Mean Gain Scores of the six Content Areas

14.5

i
T

i

Tot. Score

In terms of statistical significance (o =.05) of difference in mean gains, judging from
the nonoverlapping 95% Confidence Intervals for gain score means, gain in the area of
measurement is significantly better than all other content areas.

Geometry gain is again significantly higher than the gain in Algebra, Ratios, and
Basic Concepts. There is no significant difference between the gain means of Basic
Concepts and Ratios, but gain in Basic Concepts is significantly higher than that in
Algebra. We already stated that there was no significant gain in Numbers, so we left it
out of comparisons.

Numbers, Algebra, and Ratios turn out to be the major areas of concern. In fact, on
the 'Analysis ' items, the performance of both samples was very poor, and the items on
which gains were generally negative belong to these three content areas.

Differential Gain Across the Three Cognitive Skills

Among three areas of cognitive skills, gain is significantly higher in 'Procedural
Knowledge' than in both 'Conceptual Understanding' and 'Problem Solving', while there
is no significant difference between the latter two skills. _

We remind the reader that enhancing critical thinking and problem solving skills was
an explicitly emphasized objective of the Educational Reform Program (ERP).
Enhancing critical thinking and problem solving skills especially after generation-old
deep-rooted habits of rote learning and practice drill is easier said than done.

It is however, encouraging to note that there is some progress in this area after the
implementation of the reform.

Reform Gains In Different Education Authorities

Having described the impact of educational reform on the math achievement of the
eighth grade students for the country as a whole, in this section we examine whether the
reform gain is uniformly distributed among the four education authorities or it varies
from one authority to another. It should be recalled that all schools, irrespective of their
administering authorities, are obliged by the education law to follow the national
curriculum and use the same textbooks. In order to study the reform impact in each
education authority, post-reform and pre-reform means in each education authority were
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compared using independent unequal sample two-tailed I-test. The sample size and the
mean math test scores of the 8th grade students for both (post-reform and pre-reform)
testings; the difference between the two means; its t-value, Degrees of Freedom,
two-tailed statistical significance, and 95% Confidence Interval, separately for each
education authority are presented in Table (6).

Table (6)
Post Reform Gain in Math Achievement of Grade 8 Students Across
Education Authorities (Total score means, difference between post"
reform and pre reform means, t-value, and statistical significance)

Authorit Post-Reform  Pre-Reft < s 0
uthority ost-Re re-Reform Post X -Pre X 95%
N ¥ N % Diff. t-value DF 2-Tail sig. CI
MOE 3035 333 1349 266 6.6 17.5 2928.1 .000 5.9--7.4
MOD 87 308 61 285 23 1.0 - 1264 313 2.2-6.8
UNRWA 348 390 200 299 91 7.2 417.0 .000 6.6-11.6
Private 277 457 140 355 102 7.0 291.2 000 - 73-131

Note:

MOE = Ministry of Education.

MOD = Ministry of Defence.

UNRWA = United Nations Relief and Works Agency.

The Column of 2-Tail significance in Table (6) clearly shows that reform gain in
the eighth grade students' math test performance is statistically significant (p_.000) in
three education authorities viz., MOE, UNRWA, and Private. In the MOD schools,
unfortunately, the improvement was not at all significant. The observed gain scores of
the four education authorities are presented in Figure (3).

Figure (3)
Mean Gain In 8th Grade Students Math Achievement In the Four Education Authorities

12

% Mean Gain Score

MOD MOE UNRWA Private
Education Authority

Among the three authorities with statistically significant gain there was, however,
no significant difference. Thus, apart from astonishingly poor performance of the MOD
schools, the schools in the other three education authorities registered positive change
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in math achievement, but there was no statistical basis to distinguish among their
relative gains.

Reform Impact Across Male/Fe'male Populations of Grade Eight Students

Table (7) presents the sample size, post-reform and pre-reform math test score
means, mean gain, t-value, Degrees of Freedom, two-tailed significance and 95%
Confidence Interval for the mean gain separately for male and female samples of 8th
grade students.

Table (7)
~ Post Reform Gain in Math Achievement of Grade 8 Students Across
Student Gender (Total score means, difference between post reform
and pre reform means, t value, and statlstlcal s:gmficance)

Student Post-Reft Pre-Ref 95%
ost-Reform e-Reform Post X - Pre X o

Gender N ')'(" N ; Diff. t-value DF - 2-TailSig CI

Male 2049 326 927 271 5.5 114 1850.8 .000 45--64

Female 1698 372 823 285 87 15.9 1874.3 .000 76—~ 97

2-Tail-significance column of Table (7) clearly shows the reform gains are
statistically significant (P < 000) in both male and female populations of students.

The observed mean gain is 5.5% for male students and 8.7% for female students.
Moreover, judging from the 95% Confidence Intervals, this difference between the
degree of male and female improvement is statistically significant. This mearis that
female students have derived more benefit from the educationreform than the male

students have done. Figure (4) displays the mean gain for male and female student
samples.
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Figure (4)
Varying Reform Impact on Male and Female Students

95 Mean Gain
S 2N s e N ©

Male Female
Student Gender

Reform Impact Across Urban and Rural schools

The statistics needed to compare the reform gains between urban and rural area
schools are given in Table (8). The post-reform and pre-reform difference column in
Table (8) shows the mean gain scores of urban and rural schools. In both cases the
reform gain is statistically significant (P< .000)

On the average urban schools have shown 8.1% gain against 5.5% mean gain of the
rural schools in their 8th graders math achievement .

Table (8) _
Post-Reform Gain in Math Achievement of Grade 8 Students Across
Urban and Rural Schools (Total score means, difference between
post-reform and pre-reform means, t-value, and statistical significance)

Location Post-Reform  Pre-Reform Post X -Pre X 95%

N X N X Diff. t-value =~ DF  2-TailSigz  CI

Urban 1964 36.8 870 287 8.1 15.1 1852.0 000 7.0-9.1

Rural 1783 323 864 26.8 5.5 114  1808.9 000 46-6.5

This shows that urban schools have reaped significantly more benefits from the
reform elements than the rural schools have done. Figure (5) gives a graphic display of
the differential reform gain of urban and rural schools.
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Figure (5)
Differential Reform Impact In Urban and Rural Schools

% Mean Gain
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Regional Differences in Reform Gains on 8th Grade's' Math Performance

Regional differences on critical indicators are of interest because they imply issues
related to regional equity. When we collected baseline pre- data in 1993 there were only
eight Governorates in Jordan but by the time we collected post-reform data in 1995 the
number of Governorates had been raised to 12.

Because our sampling design was based upon schools from the eight Governorates,
we have adhered to the same classification of schools for the purposes of studying
regional differences. The relevant information about post-reform and pre-reform math
test performance of the 8th grade students in each of the eight Governorates is presented
in Table (9). In Table (9) the rows representing Governorates have been arranged
according to descending order of the observed mean gain score.

Table (9) _
Post-Reform Gain in Math Achievement of Grade 8 Students Across Governorates (total
score means, difference between post-reform and pre-reform means, t-value, and statisti_cal

significance) -
Location Post-Reform  Pre-Reform ~ ~ 95%
Post X -Pre X
N ; N ; Diff. t-value DF 2-Tail Sig. CI

Tafileh 60 358 26 21.0 14.8 54 68.7 .000 93 202
Zarqa 475 357 228 26.9 8.8 8.9 5288 .000 69 108
Amman 1455 36.6 675 28.5 8.0 128 1459.6 000 6.8 93
Karak 224 333 89 25.6 7.7 6.2 2029 .000 52 102
Balqa 195 328 89 25.0 7.7 5.6 1792 .000 50__105
Mafraq 238 327 111 274 53 4.0 323.7 000 27 179
Irbid 932 335 435 29.1 44 6.2 8245 000 30__59
Ma'an 168 38.6 81 24.7 3.9 26 123.6 012 09 6.9

To start with column headed 'Sig’' it is encouraging to note that in all the

Governorates the post-reform means are statistically significantly better than the
pre-reform means.
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The level of statistical significance is very high, (p<.000) in all the Governorates
except in Ma an where the p-value is. 012.

Figure (6) displays the observed mean gain score in each Governorate.

Figure (6)

Observed Mean Gain Score on the Grade 8 Math Test Across Governorates
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From Figure (6) it is quite clear that the improvement in Grade 8 students’ math test
performance with 14.8% mean gain score is by far the largest in Tafileh of all the
Governorates. _

Then, in four Governorates namely, Zarga, Amman, Karak, and Balqga, with their
mean gain scores of 8.8, 8.0, 7.7, and 7.7 respectively, there is ‘moderate level of
improvement.

In the remaining threec Governorates of Mafraq, Irbid, and Ma'an which have meagre
mean gain scores of 5.3, 4.4, and 3.9 respectively, the reform impact is only modest. The
wide variation in the gain is crystal clear, it ranges from 3.9% the lowest in Ma'an
Governorate to 14.8% the highest in Tafileh.

Regarding the statistical significance of the reform-gain between pairs of
Governorates we note that Tafileh has gained from reform statistically significantly
better than Amian, Mafraq, Irbid, and Ma'an; whereas, there are no distiguishable
differences among Amman, Zarqa, Karak, and Balga.

On the other hand, Tafileh, Zarqa, and Amman have gained significantly better than
Irbid, while Zarqa also has gained significantly more than Ma'an. The preceding
conclusions have ensued from comparing pairs of nonoverlapping 95% Confidences
Intervals for the mean gain in each Governorate. :
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DISCUSSION

A national sample of Grade 8 student population was administered a math
achievement test in 1993 in order for setting up pre-reform baseline achievement levels
in mathematics. The same test was administered again, following the same procedures,
to the 1995 eighth grade students' sample from the same schools which were included in
1993. 1t is apparent that we are talking about two distinct populations of eighth grade
students (one of 1993, and the other of 1995). These two populations are assumed to be
similar in all respects except one which is that the 1993 students were schooled under
pre-reform conditions while the 1995 students have attended classes 5th through 8th
under reform conditions which included new curricula, textbooks, instructional
materials, and instructional methods.

In addition to reform's technical inputs the reform environment engendered, a new
mood. a new awareness, and a new outlook towards the quality of education not only in
the education community but also in the public at large, nationwide. _

- From the above-stated premises we can adduce that any real changes in 8th grade
students’ math test performance could be reasonably attributed to reform conditions. It is
from this perspective that we talk of reform impact, gain scores, value added or reform
gains.

The results of data analysis, presented in the preceding sections of this paper reveal
the following facts.

1) On the whole, in the field of mathematics, the educational reform has made a
positive impact on 8th grade students' achievement. The post-reform students
outperformed their pre-reform cohorts on the math test by a margin of 7%.

2) The improvement, however, isuneven over different content areas. The observed
average improvement ranges from 1% (not statistically significant) in 'Numbers' to
'15% in Measurement Algebra and Rations are the areas of minimal improvement.
From the analysis of individual items we know that in the topics related to abstract
theoretical concepts such as indices, roots, irrational numbers, set functions, and in
the whole area of analysis there is significant deterioration in performance. When
these topics have direct relevance to analytical thinking (a proclaimed objective of
reform), why is there no improvement? This is a pressing question.

It seems that reform activities exert a mixed impact, both positive and negative,
depending upon the right and wrong applications of instructional techniques and
materials in the classrooms. After informal discussions with some math supervisors
it transpired that (i) in a very short inservice training some teachers do not fully
grasp some modemn instructional techniques and therefore they use them in the
classrooms in a wrong way; (ii) some other techniques cannot be properly applied
in overcrowded classrooms but teachers feel obligated to apply them; (iii) the math
curriculum is too extensive to be properly covered in time allocated to math
instruction, but teachers feel under pressure to cover all the topics in the textbook;
(iv) some topics are rushed through; (v) teachers and students do not have enough
time needed for effective teaching and learning of new concepts and materials; (vi)
some topics have been shifted down to 7th grade syllabus; (vii) there seems to be a
general weakness in the mastery of basic foundation skills and concepts. All these
factors have deleterious effect on students' learning and achievement.
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3) The improvement along the three cognitive skills is almost uniform, although the
area of 'Conceptual Understanding' is generally the weakest. 1 his further supports
the above alluded weaknesses in the foundation skills and concepts.

4) Improvement in math performance varies across education authorities. While there
is no improvement in the MOD schools; in the Private, UNRWA and MOE schools
it is 10%, 9%, and 7% respectively. However, statistically there is no significant
difference among mean gain of the latter three education authorities

5) Female students have shown significantly higher improvement (9%) than the male
students (6%). This seems to lend support to common belief that apart from early
maturity of females at this stage both female teachers and female students take their
respective duties of teaching and learning more eamestly than their male

counterparts.

6) Reform. impact is significant in both urban and rural community schools.
Improvement in the urban schools (8%), however, is statistically significantly
better than that in rural schools (5%). Due to compounded influence of numerous
social, cultural, economic, demographic and environmental factors, in general,
urban community schools' students perform better on academic achievement tests
than their rural counterparts. But here we are investigating the gains due to
educational reform, which also scem to have exceeded in urban schools over the
gains in rural schools.

7) Reform gains in math achievement vary across regions (Governorates). The gain
(15%) is highest in the Governorate of Tafileh and lowest in Ma'an, Irbid, and
Mafraq (4%, 4%, and 5%), respectively). In Zarqa the gain is 9% while in the
Governorates of Amman, Karak, and Balqa it is 8%. The reasons for variation of
reform impact on math achievement of students across Governorates are not clear.
The case of Tafileh is still more puzzling because there was absolutely no gain in
the math performance of Grade 4 students whereas there is highest gain in the math
performance of Grade 8 students.

Ma'an Governorate schools have shown minimum gain (4%). We should like to
point out that Ma'an included the MOD schools in which there was no virtual
difference between the pre-reform and post-reform means. While analyzing the
per-reform and post-reform performance of the fourth graders we had noted that
MOD students performance had decreased by 8%. This does not seem to make
sense, what has happened in the MOD schools needs to be properly investigated.

Looking from the brighter perspective it is somewhat encouraging to note that, on the
whole, their is statistically significant improvement in 8th grade students' math test
performance after four years of reform. We are inclined to attribute the gain to the
educational reform. On the other hand, it is hard to say what part of this gain is on
account of changes in curriculum, textbooks and instructional practices of the teachers,
and what part is due to some sort of Hawthom effect. Irrespective of the substantive
reform inputs, implementation of educational reform had infused the educational
atmosphere with a spirit of awareness that something is going on to raise students’
achievement levels.
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Should this raised consciousness be attributed to reform or not is a matter of
philosophical argument. But clearly it should not be confused with such reform inputs as
new textbook or new method of teaching. Nevertheless, it is quite conceivable that
injection of something like this in the national consciousness could have had a salubrious
effect on educational achievement of students.

On the other hand, the reform does not seem to have affected students' analytical
skills and other higher cognitive abilities which were specifically emphasized by the
educational reform. Judging from the eighth grade students' performance in this area, one
apprehends a trace of decline in the development of these critical skills.

Despite reform efforts that include new curricula, new textbooks, teacher guides, and
inservice short-term teacher training, changing deep rooted attitudes and practices of
teachers and students (not to speak of parents and community) is an uphill task, it
requires strong determination and sustained effort. Moreover, as pointed out earlier, to
master new techniques of teaching and to apply them successfully in the classrooms
requires dedicated effort on the part of the teachers which few of them are inclined to
make without proper incentives.
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Annex (I)

DOMAINS OF VARIABLES OF THE COMPREHENSIVE
NATIONAL ASSESSMENT OF EDUCATIONAL PROGRESS

I. Community / Home Variables

|

. Parental Parental Parental
SES Educational Community Cognitions, Involvement Reactions to
Values Involvement Attitudes & & Achievement Success &
Expectations Orientation Failure
II. School Plant / Physical Characteristics & Facilities
Phvsical . Utilization . School-
y Educfn.n(.mal of Spefnal c j School
Plant Facilities - Services ommunity C
Facilities Relations Activities

III. Administration and Supervision/Principals’ Characteristics & Practices

Principals' Cognitions,
Principals’ Administrative Attitud.es toward
Characteristics Practices Community School &
Reform

IV. Instructional / Teacher Characterstics and Practices

I Cognitions, . Supervision
B\a;cm abll::; d Perceptions & Instruc?nonal Class Clas'sr.o.om &
Expectations Practices Features Activities Collegiality

V. Students: Achievement / Attitudes / Beliefs / Cognitions / Practices

Students' Achievement in Parents',
Cognitions, Arabic. al Principals'
: Out of School . . assroom .
Family Work habits Pero'epnons, Ma?h.Scl.enoe. Interactions and Temfhers
Background . Attitudes, Life skills. and Perceptions
and Practices L. Envi al p
Motivation & vironment Activities and
Expectations Awareness. & Expectations
-Sohool-Grades— —of STenT —
r
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RECENT STATUS OF TEACHERS OF SPECIAL
EDUCATION IN JORDAN
""A DESCRIPTI VE STUD Y"

Ahmad N. Alghrair
Ministry of Social Development
Amman - Jordan

The study aimmed at identifying the present status of teachers of special education in
Jordanian schools, centers and special classes for the handicapped students.

The study sample consists of (365) teachers and represents (42) centers, schools and
classes. It also consists of techers working with the deaf, mentally retarded, visually
impaired and physically handicapped students,

All informations were collected through the central computer inventory in the
ministry of social development and used several variables and professional, and personal
variables (sex, age, experienc . etc.),

Results of the study reviled that 92% of the teachers are females. The majority of the
qualified teachers were in other fields. but the qualified teachers in special education
were 25%.

77% of teachers were covered by special in-service training programs related to the
field of their work,

The study viewed that the two main problems which faced the teachers were the
presence of multi handicapped children within their crass, and parents were less
cooperative with the school staff in the educational programs.

Objective of this Study

This study aims at obtaining collecting data and information about situations of
special education teachers to know their qualification experiences and competencies and
all related subjects of preparing' teachers and rehabilitating them.

Study Procedures and Steps

This study is a descriptive study for the present situation of special education
teachers in Jordan in public sector for this purpose I have et information about them
from their records and files stored in central computer of ministry of social development
frequencies and percent ages and the main methology in data analysis and it s results.

Introduction

Working with the disabled is a big challenge to all of us. These challenges are
formed of a group of human, scientific end cultural ones. They had contributed to the
development of special education in the second half of 20th céntury(7).

Attitudes towards the disabled have changed through time. When negative attitudes
had worked the mediaeval ages through the end of 19th century. Such attitudes led to
cruelly. brutality and killing them (3).

But due to concerns of various special education is like ITARD, GALLEUDET
Hobbs. Coldberg, Heinz Werner and Frostg and etc., all in teaching and training of the
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disabled and their important role in this field had change their image in the societies (8)
The 1950s and 1960s had witnessed a big progress in the rehabilitation and special
education programs for the disabled.

Also the adoption of the year 1981as an international years for the disabled by the
UN General Assembly a great role in this field(7).

Besides. legislations had passed in several countries to maintain the rights of
education rehabilitation for the disabled es the law of education for all handicapped
children in U.S.A No. 94-142 in 1975 and law learning' & Education in Britain in 1944.
as well as others laws in other countries (8).

Further more the terms of special education of main streaming have spread world
wide which have supported the education & rehabilitation of the disabled in all societies
according to their abilities( 10).

Special education is a group of individual educational methods which Include a
special situation. subjects, techniques or adapted methods for their education or other
rehabilitation measures aiming to achieve personal sufficiency to the disabled and his
academic performance (9).

Thus, special education become an important field have enough training and
rehabilitation to practice and work in it and new agencies and organizations were
established to achieve these roles: programs special education teachers had to have
special abilities responsibilities to achieve has role, so, preparing and training such a
teacher was the outcome of a process in various countries which willing to develop their
programs in special education (2).

Special education teacher is playing a big-role in teaching and training the disabled,
through direct participation in the education rehabilitation process (2).

Notwithstanding that the success of an educational program depends on the
Integration of the disabled in the activities which reflects his efficiency (2)

New trends in preparing special education teacher on mainstreaming and the training
which based on educational efficiency and comprehensive training to make the teacher
could teach in any situation competency. Based teacher education is anew trend which
focuses on preparing teacher on analyzing his performance scientifically (7).

In the light of the above, one could touch the need of highly prepared and qualified
cadres with high competencies has to have good altitudes towards the disabled also to
accept their disabilities & them as they are (H).

During 1960s. Jordan come to take care with people with disabilities in the field of
the care and welfare other than in education and rehabilitation. But by time, a good move
had been achieved in special education programs for the disabled, and accompanied by
several laws and legislation's were paused to confer in the disabled rights in so many
fields of their life(5).

A great concern was paid to train good teachers in special education unlike before
were such cadres were unqualified and unskillful. This was due to shortages in qualified
teachers which lead to establish a junior college to prepare and train special education
teachers called junior college of social work (Princess Brahma) in 1980, and later Jordan

University launched a special education program for high diploma and M. A program
in 1986 and finally the B.A program in the same university which launched in 1995 (4).

These special . education programs in Junior colleges or universities reflects the deep
Concerns of the government of Jordan to promote this sector. 605 teachers are being
graduated since then from there this college and university (4)

Job opportunities for those graduates are the main problem facing then which forced
then to look for Jobs in Gulf states very few of them joined jobs in private and public
sector in Jordan (25%)
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This indicates the need for more qualified teachers to join our caders of special
education in our schools and centers.

(1450) staff members are working in this field in Jordan 605 of them are working
with governmental schools end centers. and 365 of them are teachers while the rest are
working with private sector 80% of then are working wile mentally retarted students.

In the light of that. one could differentiate 3 types as caders of special education:

1. Qualified staff and well trained staff as university professors and instructors in junior
colleges. Those are composing the planing. programming and administrating the field
of special education in Jordan. They are about 35 people with Ph.Ds. & MAs.

2. Specialized staff with long experience in the field. the are doing their role properly
and have direct contact with the disabled like supervisors and directors of schools
and centers.

3. Unspecialized staff. they and holding degrees in different fields rather than special
education. They had their experience through practice and service training,

Finally one should thank agencies like queen Alia found Ministry of Social
development university of Jordan, Ministry of education for conducting training courses
for workers in this field to make then acquainted and acquire skills in diagnosis.
behavior modification teaching, skills, guidance and counseling and learning disabilities
... etc.

This study viewed that the two main problems which faced the teachers were the
presence of multi-handicapped children within their class, and parents were less
cooperative with the school staff in the educational programs.

Table (1)
Shows Sex and Qualifications of the teachers
34 Qu. Cala 34 Qu. Cala 30 & Non-Qu.
Sex P.A/M.A Diploma Tawjehe Under Tawjehe | Total
Male 4 19 4 1 28
Female 60 - 257 18 2 337
Total 64 276 22 3 365
Table (2)
Shows Sex and Experience of the teachers

EXP Experience Total
Sex 0 - 3 year 4 - 8 year 9-
Male 6 12 10 28
Female 79 104 154 337
Total 85 116 164 365

Table (3)
Shows Teacher‘s Sex and Impairment about it working within
King impaird Deaf MR Visually Physically
Sex Tea.
Male 7 5 18 2
Female 117 202 4 10
Total 124 207 22 12
Q Ay . ) :
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DEMOCRATIC PRACTICES IN
THE JORDANIAN SCHOOLS

Mohammad Rajab Al-Hajeid
Ministry of Education
Amman - Jordan

INTRODUCTION

This study tried to identify students’ democratic practices at schéol and the role of
the school in promoting such practices and exploring to what extent students are aware
of such practices. This would help forming a clear idea about the various democratic
principles which reflect students’ abilities to practice democracy and oriented action. In
doing so, the desired change in the future of their country in general and their own future
in particular will be achieved.

The study stems out of the reasercher’s faith in the importance of students and of the
need to analyse their democratic practices, interactions, values, and ideas inorder to
depict a clear picture of the students’ community in school and difine the future of those
practices because the students are the hope for a better future if they are well taken care
of and they are the inevitable danger if they are neglected.

The category of students in a certain education cycle with all the characteristics of
that cycle have an impact on students’ decisions, attitudes, trends, and ideas. This same
cycle is characterized mainly by “complexity and sensitivity because it forms a profound
change in the personality features, fast growth, nervousness, emotional reaction, the
desire to give with an emphasis on the self, ideal ambition, and the desire to express
oneself loudly, althrough many obstacles may hinder achieving such a desire, the fact
that makes students either revolt against their society or withdraw from becoming active
members in it”, (1)

Jordan’s democratic experience is one of the most crucial in its contemporary histroy
because of its political, strategic, and economic importance in the region, when his
majesty King Hussien of Jordan declared the return of parliamentary life in Jordan as an
initiative step to democratic life, he was so intelligent, wise , and experienced to
recognize that people are the foundation, hope and future of the country and democracy
is the only solution(2). Moreover, when the Jordanian charter was set down by a group
of specialized Jordanians, it was like a shield to protect democracy, and a compass for
the right direction. (2)

Since the return of parliamantary life in 1989 in Jordan, more attention has been
given to democracy among the academic and intellectual medium and among researchers
of human sciences at all levels of specializations. The Jordanian citizen derives his
power from the main principle of democracy which is considered the natural
environment and the feedback framework. for his practices of his own human rights at
various levels. Principles of democracy comprise various idiologies that pour into the
philosophy of man’s existance, who should be geared towards liberation, and
individuality as well as integrating his “personal characteristics in society for the general
welfare”. (3) A

Inspite of the obvious development of democracy in Jordan, the public are still not
fully aware of the general concept of democracy. Students at school still reconize
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democracy” as a training process to elect their representatives for school councils and
committees” . (4) ‘

The main objective of practicing democracy in school life is to help students in
establishing understanding, acquiring skills and values which help harmonious co-
existence with others in society, the fact that will have a great impact on improving the
kind of education they receive and school interaction will be reflected on their critical
thinking and how to promote it. As a result of that school will become the natural
environment where students acquire the values and practices of democracy which focus
on working within a group and awareness of the bases, forms, and practices of
democracy. This conforms with the education Act No. (3) for the year 1994 which
emphasizes the importance of political education in the education system and which
consolidates participation, justice and democratic practices. (5)

Many books and studies handled the concept of democracy and defined it. It was
referred to demoracy in ancient times as two Greek words which consist of “Demos”
which means citizens, and “Kratos” which means authority. The two combined words
mean that people are the source of authority (5). Contemporarily the word “democracy”
doesn’t only mean the authority of people, but also “the practices of the individuals of
their freedom and rights under the authority of law” (6), There are several sub-principles
which are derived from the main concept of democracy. These sub-principles tackle the
positive practices to which the individual is directed inorder to achieve his latent abilities
for the purpose of improving his humanitrian relations in society.

Although this study isn’t interested in analyzing the factors responsible for
marginalizing the main concept of democracy in the general awareness of students, we
can say that it is the responsibility of those who interpret democracy as a process of
elections only, for this reason, there is a crucial need to enlarge the circle of democratic
practices to go beyond superficial practices and become a teaching process of democratic
practices which governs students’ behaviors.

This study doesn’t intend to explain the principles of democracy or discuss its
sources, but seeks to explore the existence of such practices in school inorder to deepen
students’ awareness and consciousness of such practices. Democratic practices could be
taught and implanted in their minds since' the early stages of their education, if such
practices were promoted and provided with a dequate support through introducing all
principles related to democratic practices in daily school life.

Questions of the study
The study tried to answer the following questions

- What are the democratic practices which students practice at school?

- Do demoratic practices differ according to sex and academic streams (literaryl /
scientific )?
What are the students’ suggestions for developing democratic
practices in school?

Importance of the study
The importance of this study lies in detecting the deinocmtic practices of students in
secondary schools in Jordan (in order to identify such practices) which are strongly

related to the social, cultural and political changes which Jordan is witnessing at the
present time, especially in the demoratic sphere and political pluralism. However, the



Jordanian school curricula tackled the issue of demoratic principles and their practices
before the current peace process in the Middle East because “Al-Quraan” implies
applying shoura “democracy” and human rights which are exemplified in the principles
and fundamentals of Islam.

Although, there are many local studies which investigated the content of school
curricula and its relation to democracy in various educational cycles in Jordan, this study
is yet different in its objectives, questions, and methodology. For this reason, there is still
a need for the educational and social researchers to analyze school curricula and relate it
to democratic practices inorder to findout how such principles could be empirically
applied among students.

Study Objectives

This study aims to investigate the : (1) the democratic practices of students at schools
in Jordan and the way to promote them, (2) the contribution of gender and academic
streams to democratic practices, (3) suggestions to help educational planners to relate
curricula promoting demcoratic practices at school. '

Study Procedures

To achieve the objectives of this study, the following procedures were taken
regarding the population of the study, the selected sample, the tool to collect data, and
the statistical analysis: :

Study population

It consisted of the secondary schools in the educational directorates of greater
Amman (1) and (2). L :

Study Sample

It consisted of 100 students in the secondary schools of the educational directorates
of greater Amman (1), and (2), for the year 1995/1996. The following procedures were
taken in sclecting the sample of the study.

Twenty - five male students and twenty - five female students were randomly chosen
from the scientific stream of two secondary schools of the educational directorate of
greater Amman (1).

Twenty - five male students and twenty-five female students were randomly chosen
from the literary stream of two secondary schools of the educational directorate of
greater Amman (2). :

The collected data was entered in the computer for statistical analysis.

Study tool

To answer the questions of the study, a questionnaire was designed for this purpose
as follows :

The first part of the questionnaire consisted of 30 items which handle the democratic
practices derived from the sub-principles of democracy. These sub-principles tackled the
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positive practices to which students are supposed to be oriented inorder to achieve their
latent abilities which in turn improve human relations in the students’ environment.

After referring to the literature related to the main principle of democracy, the
following sub-principles were included, which if applied practically can promote the
democratic practices. These sub-principles were distributed to the items of the
questionnaire as follows :

First topic : elections, items (1,2,3,4).

Second topic : intellectual pluralism, items (5,6).

Third topic : respect of individual personality, items (7,8,9).

Fourth topic : cooepration for the welfare of the group, items (10,11,12,13).
Fifth topic : cooperation within the group, items (14,15)

Sixth topic : national loyalty, items (16,17,18,19).

Seventh topic : learning the democratic ideals through classroom interactions, items
(20,21,22,23,24).

Eight topic : using the scientific thinking in problem solving, items, (25).
Ninth topic : having faith in scientific progress, items (26).

Tenth topic : promoting self - confidence, item (27).

Eleventh topic : having faith in the value of work, items (28,29).

Twelfth topic : promoting challenge spirit, items (30).

* ¥ X X X X *

* ¥ X ¥ *

To answer the second question of the study, the significant differences between sex
and academic stream can be measured by using (T-test).

To answer the third question of the study, the second part of the questionnaire
handled students’ suggestions on how to promote the democratic practices at school and
it was measured by number of frequencies and percentages.

The scale of students’ responses on the questionnaire items consisted of three levels
as follows :

1-  high
2- moderate
3- Low

The questionnaire was judged by a team of trustees from the Ministry of Education
headquarters & outside, all specialized in education, and it was approved in its final form
according to their opinions.

Statistical Analysis .

To answer the questions of the study , the means and standard deviations of the
answers of the study sample were calculated A (T-test) was conducted to find out if there
are any significant statistical differences of students’ responses to the questionnaire on
the democratic practices according to the variables of sex and academic stream (literary /
scientific). A frequency and percentage analysis was used to analyse students’
suggestions for develoing democratic practices in school.

Study Limitations

The results of this study cann’t be generalized beyond the educational directorates of
greater Amman (1), (2).
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Result of the Study

This study aimed at investingating the democratic practices of students at schools in
Jordan and the way to promote them. The results of the study were as follows :

The results regarding the first question : What are the democratic practices which
students practice at school?

* Regarding the first topic concerned with choice (elections)
The results showed that the means and standard deviations
were as shown in table No. (1) in decending order.

Table No. (1)
The means and standard deviations of students responses on choice (elections)
Serial | No. of Items Means SD
no. item

1 1 I have the right to be nominated for school 2.50 .69
committees.

2 2 I have the right to vote in school 2.31 81
coinmittees

3 4 I have the opportunity to be invoived in 227 75
school activities which suit my interests &
desires.

4 3 I have the opportunity to attend students’ 1.65 73
meetings inside the school

Table No. (1) shows that the mean of responses on topic (1) was moderate, it was (2.18).
It is noticed that the mean of item (1) was high, it was (2.50) and the means of items (2),

(4) were moderate, they were (2.31), (2.27), while the mean of item (3) was low, it was
(1.65).

* Regarding the second topic which concerned with intellectual pluralism. The results
showed that the means and standard deviations were as shown in table No. (2) in

descending order.
Table No. (2)
The means and standard deviations of students’ responses on intellectual pluralism.
Serial No. Items Means. | SD.
No. of Item '
5 5 I accept and respect any colleagues’ 2.65 .56
various ideas and improve them.
6 6 My teachers and colleagues accept and 2.16 .63
respect my ideas.

Table No. (2) shows that the mean of responses on topic (2) was moderate, it was
(2.41). It is noticed that the mean for item (6) was , Mulerate. it was (2.16), while the

mean for item (5) it was (2.65).
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*  Regarding the third topic concerned with respecting individual personality. The
results showed that the means and standard deviations were as shown in table No.
(3) in descending order.

Table No. (3)
The means and standard deviations of students’ responses on
respecting individual personalit

Serial | No. Items MS SD
No. | Jtem '
7 8 I appreciate the distinquished 2.57 .65
characteristics in others’ personalities
8 9 My awareness of the value of my character | 2.55 .64
estics as well as other’s develop and I
don’t try to develop them.
9 7 The others appreciate the distinguished 2.13 71
characteristics in my personality.

Table No. (3) shows that the mean of responses on topic (3) was moderate, it was
(2.42). The means of items (8), (9) were high, they were (2.57) & (2.55). While the mean
of item 7 was moderate, it was (2.13).

*  Regarding the fourth topic concerned with cooperation for the welfare of the group.
The results showed that the means and standard deviations were as shown in table

(4) in descending order
Table No. (4)
The means and standard deviations of students’ responses on cooperation
for the welfare of the group
Serial | No. Items Means | SD
No. Item
10 12 | I care about the comments and opinion of the 2.56 | .59
group leader
11 13 | I make use of the time given for discussion 235 | .72
12 11. | I give up my personal desires for the welfare 233 | .62
of the group.
13 10 | I'have the opportunity to discuss general 1.73 | .76
issues

Table No. (4) shows that the mean of responses on topic (4) was moderate, it was
(2.24). 1t is noticed that the mean of item (12) was high , it was (2.56), and the means for
items (13) & (11) were, moderate they were (2.35) & (2.33), while the mean of item (10)
was low, it was (1.73).

* Regarding the fifth topic concerned with cooperation within the group. The results

showed that the means and standard deviations were as shown in table (5) in
descending order.

0. ' 185 . (174)




Table No. (5)
The means and standard deviations of students’ responses
on cooperation within the group

Serial No. | Items Means | SD
No. Item

14 14 | Iinteract and share my colleagues in various 203 | 073
educational activities inside and outside the
school.

15 15 | Iinteract and participate with my colleagues 1.90 .73
in various social activities inside and outside
the school.

Table No. (5) shows that the mean of responses on topic (5) was low, it was (1.97). It
is noticed that the mean of item (14) moderate, it was (2.03), while the mean of item (15)
was low, it was (1.90).

* Regarding the sixth topic which is on National Loyalty the results showed that the
means and standard deviations were as shown in table (6).

Table No. (6)
The means and standard deviations of students’ responses on national unity

Serial No. Items Means | SD
No. Item :
16 19 | I care about the different issues of my 2.31 77

society’s members regardless of their race,
religion, and abilities.

17 18 [ I getinvolved in voluntary work individually 1.95 74
or within a group. :
18 16 | My school gives me the opportunity to learn 1.71 |0.70

about our heritage and the history of our
country & its role in civilization. a
19 17 | My school gives me the opportunity to learn 1.71 | 0.70
about various other multi- cultures.

Table No. (6) shows that the mean of responses on topic (6) was low, it was (1.92). It
is noticed that the means of items (18), (16), (17) were low, they ranged between (1.95 -
1.71).

*  Regarding the seventh topic which is no learning the democratic ideas through
classroom interactions. The results showed that the means and standard deviations
were as shown in table No. (7) in descending order.
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Table No. (7)
The means and standard deviations of students’ responses on
learning the democratic ideals inside classroom interactions

Serial No. Items Means | SD
No. Item
20 20 1 listen carefully when others talk 2.71 .54
21 24 Iam offered proper directives to carry out my 227 .68
responsibilies.
22 21 Others listen to me carefully when I talk. 2.14 .65
23 23 I comment positively about differnt issues. 2.02 .74
24 22 I have the opportunity to practice different 1.84 .76
I activities that I like.

Table (7) shows that the mean of responses on topic (7) was moderate, it was (2.20).
It is noticed that the means of items (24), (21), (23) were moderate, ranging between
(2.27-2.02), while the mean of item (20) was high , it was (2.71). It is also noticed that
the mean of item (22) was low, it was (1.84).

* Regarding the eighth topic which is on using scientific thinking in problem solving.
The results showed that the means and standard deviations were shown in table No.
(8) in descending order.

Table No. (8)
The mean and standard deviation of students’ responses on
using the scientific thinking in problem solving

Serial No. Items Means SD
No. Item
25 25 I have the opportunity to think in a scientific 1.96 75
way to solve my problems.

Table No. (8) shows that the mean of responses on topic (8) was low, it was (1.96).

* Regarding the ninth topic which is on having faith in scientific progress. The results
showed that the mean and standard deviation were as shown in table No. ).

Table (9)
The mean and standard deviation of students’ responses on having faith in
scientific progress

Serial No. | Items Means SD
No. Item
26 26 | Ibelieve in the importance of scientific 2.64 .64
discovery and in keeping pace with
scientific progress and development.

Table No. (9) shows that the mean of responses on topic (9) was high, it was (2.64).

* Regarding the tenth topic concerned with promoting self - confidence. The results
showed that the mean and standard deviation were as shown in table No. (10).
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Table No. (10)
The mean and standard deviation of students’ responses
on promoting self - confidence

Sernal No. Items Means SD
No. Item
27 27 I contribute in suggesting successful solutions to 2.26 .66
students’ problems.

Table No. (10) shows that the mean of responses on topic (10) was moderate, it was (2.26).

* Regarding the eleventh topic which is on having faith in the value of work. The
results showed that the means and standard deviations were as shown in table (11) in
descending order.

Table No. (11)
The means and standard deviations of students’ responses on
having faith in the value of work

Sernial No. Items Means SD
No. Item
28 28 I'have the opportunity to choose the profession 219 .19
which I like.
29 29 I have the opportunity to change my profession 2.08 82
choice.

Table No. (11) shows that the mean of responses on topic (11) was moderate, it was (2.14).

* Regarding the twelfth topic which is on promoting the spirit of challenge. The results
showed that the mean and standard deviation were as shown in table (12).

Table No. (12)
The mean and standard deviation of students’ responses
on promoting the spirit of challenge

Serial No. Items Means SD
No. Item
30 30 I practice activities which encourage me to 1.76 .74
discover ambiguities, suspect in knoweldge and
try to find out facts.

Table No. (12) shows that the mean of responses on topic (12) was low, it was (1.76).

- The results regarding the second question: Do democratic practices differ according
to sex and academic streams (Literary/scientific)?

To answer this question, the means of students’ responses were calculated, and a (T-
test) was used to find out if there is a significant statistical difference among them.

Table No. (13) shows the means of students’ responses and the value of (T-test) and
its significance according to sex.
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Table No. (13)
The means of students’ responses on the questionnaire of democratic practices, and
the value of (T-test) and its significance according to sex.

Sex Means T-Value Significance
Males 65.44 .24 .813

(No = 50) '

Females 65.04

(No = 50)

Table No. (13) shows that there is no signficant statistical difference among students
responses on the questionnaire of democratic practices could be attributed to sex.

Regarding the statistical differences according to type of academic education for both
literary and scientific streams, table No. (14) shows the means of students’ resonses on
the questionnaire of democratic practices, and the value of (T-test) and its significance.

Table No. (14)
The means of students’ responses on the questionnaire of democratic practices, and
the value of T-testand its significance according to type of academic education

Type of academic Means (T) value Significance
education
Scientific stream No. 68.24 3.81 . 001
= 50
Literary stream 62.24
(No = 50)

Table No. (14) shows that there is a significant statistical difference betweecn the
literary and scientific streams in favour of the scientific stream.

* _The results regarding the third question : what are the students’ suggestions for
developing democratic practices in school?

Through the survey conducted of students to find out their opinions and suggestions
in the way of promoting and enhancing democratic practices at school, the results were
as shown in table No. (15).
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Table No. (15)
Students’ opinions and suggestions related to promoting democratic
practices at school in descending order.

No Suggestions No of students
(N = 100)
Frequency %
1- | Having teachers and students respect one another’s opinion 72 72
2- | Increasing the school principal’s acceptance of students’ opinions 57 57
and suggestions.
3- | Activating the role of students’ council and school committees in 41 41
school leadership.
4- | Activating meetings a mong students, teachers, and 40 40
administrative staff.
5- | Activating the school’s various activities continuously. 37 37
6- | promoting innovation spiriti and critical thinking in students. 28 28
7- | Taking into consideration students’ opinions and suggestions 25 25
when designing curricula and organizing school tests.
8- | Holding seminars and giving lectures to both teachers and 25 25
students on developing democratic practices.
9- | Taking into consideration students’ opinions in evaluating 24 24
teachers’ educational performance.
10- | Activating the role of the school in organizing scientific 22 22

trips and exploring visits to scientific sites, inorder to show
them the current scientific progress.

11- | Forming a Committee from the Educational Directorates to 14 14
supervise students’ councils so as to study their problems.

12- | Giving lectures to students about the national heritage and 12 12
other heritage patterns. .

13- | Consolidating cooperation and communications among 12 12
students from all schools.

14- | Activating the role of school broadcasting handling 11 11
different issues.

15- | Taking into account students’ desires when distributing 10 10

them on the various academic and vocational streams, and
giving them a chance to change their streams if possible.

Table No. (15) shows that the frequencies and percentages of students’ suggestions
and opinions to promote democratic practices at school were moderate. They ranged
between (10%-72%). It is indicated that most of the suggestions focussed on having
teachers and students respect one another’s opinion, the percentage was (72%), followed
by the second suggestion of increasing the school principal’s acceptance of students’
opinions and suggestions which was (57%).

Suggestions No : (3), (4), (5), ranged between (37& - 41%) and concentrated on the
following important issues :
- Activiting the role of students’ councils, and school committees in school leadership.
- Activting meetings among students, teachers, and administrative staff.
- Activating the various activities of the school continuously.

Suggestions No : (6), (7), (8), (9), (10), were of less importance to students, and they
ranged between (22% - 28%), while the least importance was given to suggestions No
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(11), (12), (13), (14), (15) which ranged between (10%-14%) as indicated in the previous
mentioned table.

Discussion of the Results

This study aimed to investigate the democratic practices of students at schools in
Jordan and the way to promote them.

* Regarding the first question : what are the democratic practices which students
practice at school?

It is clear that the responses of students on the items of elections were high, the mean
was (2.50) which means that the schedual gives students the chance to practice elections
of students’ councils and school committees. While the mean responses on giving the
chance to students to hold meetings was low, it was (1.65) which necessitates a more
positive role of school to develop students’ sense of resonsibility towards the
group welfare. '

* Regarding the items on intellectual pluralism, the responses were moderate, the mean
was (2.41). This necessitates activating the role of school to develop the spirit of
intellectual freedom in students in order to be capable to : '

- express their thoughts freely and work on improving them.
- accept and respect each others opinions.

Regarding the items on respect of individual personality, the responses were
- moderate, the mean was (2.42). This necessitates activating the role of school to promote
student’s individual personality a fact which improves his/her sense of equality with
others which in turn consolidates the spirit of loyalty to the group and the desire
to share with others in various school activities, and as a result, learning becomes
meaningful to students’.

- Regarding the item on cooperation for the benefit of the group, the responses were
moderate. The mean was (2.24), while it was (1.73) for item (13) which is on giving
opportunity to the student for discussing general issues. This necessitates activating
student discussions to develop the sense of general benefit, with the aim of reducing
violence and clinging to individual opion, thus brining about general rest.

- Regarding the items on cooperation within the group, the responses were low , the
mean was (1.97). This necessitates the contribution of the school in developing
interaction and sharing with the group in various activities and social skills inside and

out side the school.

- Regarding the items on national loyalty, the responses were low, the mean was (1.92)
. This necessitates a more active role of the school to develop the sense of loyalty in
students at the school community, and national society levels, through developing the
democratic practices related to national loyalty.

- Regarding the items on learning the democratic ideals through classroom interaction,
the responses were moderate, the mean was (2.20). This necessitate role of
relationship between the school and students in developing the patterns of ideal
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living and applying the democratic practice. This, in turn, related to the extent of the
. educational procedures taken, and classroom interaction management.

- Regarding the items on using scientific thinking in problem solving, the responses
were low, the mean was (1.96). This could be related to the importance of materials
which have to be included in school curricula to teach students the scientific
approach in problem-solving which consists of defining the problem, derivising
solutions, and choosing the most suitable solution. This, in turn, will develop the
student’s intelligence in solving his/her problems and cope with the changing
environment in a balanced way of living.

- Regarding the items on having faith in scientific progress, the responses were high,
the mean was (2.64). This indicates the role of school and curricula in promoting
students’ faith in scientific inventions, technology, and developing faith in the ability
to control the factors of environment. This leads to improving students’ view towards
humanity and directing it for the general welfare.

- Regarding the items on promoting self-confidence, the responses were moderate, the
mean was -(2.26). This could be related to what is offered to students at school, such
as , activities, homeworks, social problems that create self - confidence in one’s self
after having students try to perform or solve them. As a result, general rest and self
confidence will prevail among students and teachers.

- Regarding the items on having faith in the value of work, the responses were
moderate, the mean was (2.14). This necessitates activating the role of school to
promote the spirit of professional affiliation in students and making the necessary
changes in the individual’s life inorder to develop a profession or change it, a fact
that will (upgrade the individual’s standard of living) and improve the general
outcome of society. '

- Regarding the item an promoting the spirit of challenge, the responses were low, the
mean was (1.76). This could be related to the methodological and non-
methodological activities given by school to students that instigate the spirit of
exploration about ambiguities and suspect in knowledge until proven true inorder to
find out facts.

- Regarding the second question : Do democratic practices differ according to sex and
type of academic education (literary and scientific streams)?.

As regards the sex variable there were no differences of statistical significance in the
field of democratic practices, which indicates the generalization of those practices, as
shown in Table No. (13).

As regards the variable of academic education there were differences of statistical
significance in favour of the scientific stream, as shown in Table No. (14), which
indicates that students in the scientific stream are more understanding and accepting of
their school environment, and this has a positive reflection on their democratic practices.

* Regarding the third question : What are the Students’ suggestions for developing
democratic practices in school?




Table No. (15) clarifies that they rated moderately ranging between 10%-72%. The
first item on mutual respect of opinion between students and teachers rated they highest,
which necessitates creating constructive and meaningful dialogue based on mutual
respect.

The second item on increasing acceptance of students’ opinions and suggestions by
the school administration ranked second, 57% of the respones. This necessitates opening
constructive dialogue based on mutual respect between the students and school
administration. The third item on activating the role of the students councils and school
committees ranked third, 41% of the responses.This indicates the importance of
activating the role of students councils and school committees as an efficient connecting
link between the school administration and teachers on one hand and the students on the
other hand, with the aim of finding solutions to student problems. Item four on activating
student - school staff meetings ranked fourth, 40% of the responses. This indicates the
importance of open meetings among the students, teachers, and principals, with the aim
of narrowing the gaps and finding solutions to problems concerning students, teachers,
and administrators. Item five on activating various school activities all round the
academic year ranked fifth, 37% of the responses. This indicates that school activities
are insufficient and should be activated.

The table also indicates that items 6, 7 ,8, 9, 10 are close in responses, ranging
between 22% - 28%. This indicates the need for developing creativity and critical
thinking in students and  for participating in evaluation of school curricula as a part of
planning, and for giving the student a more important role in organizing school exams.
In addition , there is need for student meetings and seminars to consolidate democratic
concepts and their positive reflections on student behavriour and in turn on school
discipline, as well as academic achievement. Moreover, there is a need to take into

‘account students’ opinions in evaluating the educational performance of teachers, a fact

that will be reflected on school reform. On the other hand, organizing scientific trips is a
need for students to make them a ware of the latest scientific progress achieved on local
and international levels.

The table also indicates that items 11,12,13, 14,15 are close in resonses, ranging
between 10% - 14%. This indicates the need to develop direct relationship between
students and educational directorates to follow-up crucial issues related to students,
inaddition, there is a need to include in the curricula more concepts that deepen home
land - affiliation and world dimension in students through teaching the national heritage

and others. It also indicates the need for more communications among students
from all schools, and a more active role in the school broadcasting for cultural and
desirable purposes. On the other hand, it indicates the need to take into consideration the
student’s desire to choose his/her academic or vocational stream according to needs
arising in his life, a fact that will be positively reflected on solving problems related to
unemployment and a better standard of living.
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CONCLUSIONS

* As regards to democratic practices at school, it is clear that the responses of students
were low and not up to the required level in the following practices :

- Organizing meetings inside the school.

- Participating in discussing general issues.

- Interacting and sharing in various social activities inside and outside the school.

- Being involved in voluntary work individually or within a group.

- Leamning about the heritage and history of one’s country and its role in
civilization.

- Learning about various other cultures.

- Practicing various desired activities.

- Thinking in a scientific way to solve problems.

- Practicing activities that encourage discovering ambiguities, suspectmg in
knowledge, and finding out facts.

On the other hand, the responses of students were moderate but not up to the required

level in the following practices:

- Voting in electing school committees.

- Practicing school activities that are suitable to students’ capabilities and interests.

- Accepting and respecting student’s ideas.

- Appreciating the distinguished characteristics in the students’ personality.

- Making use of the time given for discussion.

- Giving up personal desires for the welfare of the group.

- Interacting and sharing in various school activities in side and outside the school.

- Caring about the different issues of society’s members regardléss of their race,
religion, and abilities.

- Offering proper directives to carry out one’s responsibilities.

- Listening to the student while he/she is talking.

- Commenting positively about different issues.

- Offering suggestions for successful solutions to students’ problems.

- Choosing the profession which the student likes.

- Changing the profession’s choice.

However, the responses of students were high in the following practices :

- Being nominated for school committees.

- Accepting and respecting his/her colleagues’ various 1deas and improve them.

- Appreciating the dlstmgmshed characteristics in the personalities of his/her
friends.

- Developing awareness of the value of his/her characteristics as well as of others
and trying not to devalue them.

- Caring about the comments and opinion of the group leader.

- Having faith in the importance of scientific discovery and in keeping pace with
scientific progress and development.

* No statistical significant difference was found in the responses of students which
could be attributed to sex.
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* There is a statistical significant difference in the responses of students that could be
a ttributed to the academic streams and infavour of the scientific stream.

* The need to take into considration students’ suggestions which mainly focussed on :

1- Respecting opinions among teachers, students, and school administration.

2- Activating the role of students’ councils in school leardership.

3- Relating the role of school broadcasting to more important issues on a cultural
and social level.

4- Activating meetings and seminars among teachers, students, and school

administration.

5- Activating social activities at school which encourage giving . lectures by
intellectuals.

6- Developing school curricula and in particular civics in order to meet students’
needs.

RECOMMENDATIONS
Through the results of the study, the researcher recommends the following :

1- Focusing on promoting a more positive relationship between students and teachers at
school through holding meetings to discuss any problem that may hinder the

teaching/learning process.

2- Encouraging school principals to give a chance to students in expressing their
opinions about various issues that may reveal students’ needs and desires, as well as
enhancing their attitudes towards democratic practices at school.

3- Allowing students to participate in evaluating school curricula as a part of planning.

4- Encouraging school administrations to take into consideration students’ opinions in
evaluating teachers’ educational performance for the purpose of reform.

W
]

Including more democratic concepts in school curricula and in particular civics.

6- Holding meetings and seminars about democratic practices at school and making
students and teachers aware of their importance to the educational process.

~3
'

Forming committees from the educational directorates to  follow up  student
councils inorder to find solutions to school problems arising among students,
teachers and administrators.
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Annex (1)

No | Items high | Moderate Low

1- | I have the right to be nominated for school
comimittees

2- | I have the right to vote in school committees

3- | I have the opportunity to attend students’
meetings inside the school.

4- | I have the opportunity to get involved in
school activities which suit my interests a
desires.

5- | I accept and respect my colleagues’ various
ideas and improve them.

6- | My teachers and colleagues accept and
respect my ideas.

7- | The others appreciate the distinguished
characteristics in my personality.

8- | I appreciate the distinguished characteristics
in others’ personalities.

9- | My awareness of the value of my
characteristics as well as of others develops
and I don’t try to devalue them.

10- | I have the opportunity to discuss general
issues.

11- | I give up my personal desires for the welfare
of the group.

12- | I care about the comments and opinion of
the group leader.

13- | I make use of the time given for discussion

14- | Iinteract and participate with my colleagues
in various educational activities inside &
outside the school.

15- | Linteract and participate with my colleagues
in various social activities inside & outside
the school.

16~ | My school gives me the opportunity to learn
about our heritage and the history of our
country & its role in civilization.

17- | My school gives me the opportunity to learn
about various other cultures.

18- | I get involved in voluntary work individually
or within a group. .

19- | I care about the different issues of my
society’s members regardless of their race,
religion, and abilities.

20- | Ilisten carefully when others talk

21- | Others listen to me carefully when I talk
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Cont. Annex (I)

22- | I have the opportunity to practice different
activities that I like.

23- | I comment positively on different issues

24- | Iam offered proper directives to carry out my
responsibilities.

25- | T'have the opportunity to think in a scientific
way to solve my problems.

26- | Ibelieve in the importance of scientific
discovery and in keeping pace with scientific

_progress and development.

27- | I contribute in suggesting successful solutions to
students’ problems.

28- | I have the opportunity to choose the profession
which I like.

29- | I have the opportunity to change my profession
choice.

30- | I practice activities which encourage me to

discover ambiguities, suspect in knowledge and
try to find out facts.
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PROMOTING TEACHING AND LEARNING EFFICIENCY

Dr. Qassem Al-Qudah
Ministry of Education
Amman - Jordan

INTRODUCTION

General objectives of education are : developing cognitive abilities, basic skills,
scientific method in research and problem - solving (Jaradat & others, 1984). Building
balanced personalities in students, capability of decision - making and analyzing data for
validity are needed (Education Act No. 3, 1994).

Therefore the educational medium has enevearored to enhance the teaching / learning
process through holding training courses, seminars, and conducting studies, all
confirming the necessity of using modern teaching methods (First National Conference
for Educational Development, 1987).

(Al-Qudah and others, 1995); Al-Qudah, 1991; Al-Khatib, 1985; Al-Waqfi, 1980).
Emphasis was also placed on diversification in evaluation methods, exam questions
which focus on problem - solving and critical thinking rather than memorization
(Morton, 1972; Thomas, 1980; Al-Qudah, 1991; Mutawei, 1985; Mahmoud, 1982).

In spite of the fact that the study results confirmed the above and the participants in
the Conference recommended it, yet teaching efficiency is not yet to the level of helping
students in developing self - learning or critical thinking. Teaching methods are still
traditional(Al-QudaHandOtherS1995,A1-QudaH;1991; ALK TIB; 1976; TahaHussein; 1933
and examinations are an end rather than a means (Al-Quda, 1991; Hindawi, Al-Farah,
1987). Students rarely study outside material (Ulaimat, 1988; Al-Qudah, 1991), and their
students are weak (Khater, 1989; Miqdadi and Tall, 1989). examination still focus on
minimum student knowledge (Al-Qudah, 1991, Ulaimat, 1988) and ignore skills , habits,
values and various methods of thinking (Mutawei, 1985; Al-Qudah, 1991).

Based on the above perceptions, it is clear that tackling the breaches in the teaching/
learning process in Jordan, cannot be achieved, according to the researcher, in islolation
of educational studies and research.

Study purpose and questions

This study aims to find out the weakneses and breaches in teaching and evaluation
methods used by higher basic and secondary cycle teachers and their causes, from the
point of view of supervisors of various study subjects to improve the teaching / learning
process.

This study answers the following questions :

1- Do teachers use modern teaching methods ?

2- Do most exam questions focus on memorizing facts, knowledge, and information?

3- Do exam questions encourage scientific thinking and focus on discovering the
abilities and talents of students ?

4- Do teachers diversify in evaluation methods during the teaching/ learning process ?

5- Why do teachers ignore evaluation methods other than testing?

6- Why do teachers rarely diversify in evaluation methods of testing ?
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7- What are the obstacles facing the teachers in using modern teaching methods ?
8- What are the obstacles facing the teachers in using diversified evaluation methods ?

The importance of the study :

The importance of the study lies in the following :

- It is a scientific methodological study in the field of improving modern teaching
methods and diversified evaluation methods used by teachers in Jordan, which is
crucial to developing the problem - solving method and critical thinking of students.

- It helps those responsible for the teaching / learning process in Jordan to set down
remedial plans for solving problems which hinder teachers from using modemn
teaching methods and diversified evaluation methods.

- It enriches the literature on Arab educational researches.

The limitations of the study :

The limitations of the study are the following :

- This study was restricted to the supervisors of the various subjects in the directorates
of education in Jordan in 1995/1996.

- The results of this study are limited by the validity and reliability of its instrument.

- The generalization of the results of the study is restricted to the place environment in
which it was applied, or other similar  environments.

- Regarding promoting the efficiency of teaching and learning, this study is limited by
teaching and evaluation methods used by teachers during the academic year 1995/96

Methods and procedures

The study population and sample
The study population constituted the supervisors of the various subjects in the’

directorates of education in Jordan in the academic year 1995/96. A random sample was
selected from the study population, clarified in Table No. (1) as follows :

. Table No. (1)
Number of the Study Sample Individuals of the Supervisors of Various Subjects in
the Directorates of Education in Jordan in the Academic year 1995/1996

No. Directorate No. of Supervisors
1- Ajloun 20
2- Irbid (1) 27
3- Zerqa 16
4- Amman(1) 37
Total 100
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Study Procedures :
The study followed the following procedures :

- The researcher prepared a questionnaire to survey the opinions of educational
supervisors on teaching and evaluation methods which  secondary  education
teachers used in the academic year 1995/96.

- The Directorate of Educational Studies and Research addressed the field directorates
of education in which the questionnaire was applied to facilitate the work of the
researcher.

- The questionnaire was applied on the educational supervisors included in the study. ‘

- The data in the questionnaires was analyzed by the researcher manually in order to
know the opinions of the educational supervisors on the items of the questionnaire.

Study instrument

A questionnaire was designed to know the opinions of educational supervisors on
teaching and evaluation methods used by teachers during the teaching/ learning process
for students in secondary schools in Jordan. The questionnaire consisted of ( 8 ) items.
The responder had to tick his right choice and was allowed to tick more than one choice
for each item. The questionnaire was judged by a board of trustees specialized in
education and Arabic language and it was approved in its final form (see annex No.

(11).

To test the reliability of the questionnaire, it was applied on a preleminary sample
and its value was (70). ‘

Statistical treatment

Statistical treatment was carried out by using frequencies and percentages after
preparing a table clarifying the responses of the sample individuals on each item of the
questionnaire.

The Results of the Study and discussion

Regarding the first question on teachers using modern teaching methods, the
questionnaire was directed to educational supervisors and the following results came out

él- The number of supervisors who answered (No) reached 82, with a percentage of
82%.

b- The number of supervisors who answered (Yes) reached 18, with a percentage of
18%. .

It is noticed that teachers don’t use modern teaching methods. This is confirmed by
the educational supervisors, whereby their answers rated 82% . This result conforms
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with the results of several other studies (Al-Qudah and others 1995; Al-Qudah, 1991
Al-Khatib, 1985; Al-Zoubi, 1985; Al-Waqfi, 1980).

The supervisors attribute this result to the following reasons; according to frequencies
and percentages, as shown in Table No. (2). They are listed in order of importance.

.
b

Table No. (2)
Distribution of opinions of supervisors on teachers
not using modern teaching methods

Item Subject Frequency %

no.

e- | Don’t use modern teaching methods 68 82.92

c- | Don’t use critical thinking 60 73.17

d- | Don’t diversify in teaching methods 58 70.73

a- | Foucs on explaining and dictating 55 67.07
while teaching

b- | Don’t take into consideration 50 60.98
individual differences

The above table indicates that all reasons confirm that teachers don’t use modern
teaching methods, according to the supervisors’ opinions, although there are differences
in percentage among them, the minimum being (50%).

Regarding the second question on most exam questions foucssing on memorizing
facts, knowledge, and information, the questionnaire directed to educational supervisors
included a question on the subject and the following results came out :

a- The number of supervisors who answered (Yes) reached 89, with a percentage of

89%.

b- The number of supervisors who answered (No) reached 11, with a percentage of

11%.

It is noticed that most exam questions foucs on memorizing facts, knowledge, and
information , whereby the answers rated 89%. This conforms with several other
studies (Al-Qudah, 1991, Mutaweh, 1985, Mahmoud, 1982; Thamos , 1980; Morton,
1972).

The supervisors attributed this result to causes listed in their order of importance
according to frequencies and percentages.

Table No. (3)
Distribution of supervisors’ opinions on causes of exam questions focussing on
memorizing facts, knowledge and information

No. Subject Frequencies %
e- | Higher levels of knowledge development 86 96.63
d- | Various thinking methods 85 95.50
a- | Skill the student learnt 83 93.26
-b- | Interests 67 75.28
c- | Trends and values 65 73.03

The above table indicates that the five items mentioned in it are highly ignored
according to the study sample individuals. The maximum rate was 96.63% and the
minimum 73.03% .



Regarding the third question included in the questionnaire on developing scientific
thinking and focussing on discovering abilities and talents of students, the results were as
follows :

a- The number of supervisors who answered (Yes) reached 5, with a percentage of 5%.
b- The number of supervisors who answered (No) reached 95, with a percentage of
95%.

It is noticed that exam questions don’t encourage scientific thinking or focuss on
discovering students’ abilities and talents, whereby the answers rated 95%. This
conforms with some other studies (Al-Khatib, 1985; Al-Waqfi, 1980).

The individuals who responded negatively on this question attribute it to the
following reasons, in order of importance, according to frequencies and percentages, as
clarified in Table No. (4):

Table No. (4)
Distribution of opinions of educational supervisors on the causes of rare
encouragement of scientific thinking and focus on discovering students’ abilities

and talents through exam questions
No. | Subject Frequency %
a- | Most exam questions rely on memorization 90 94.74
only
¢~ | Lack of questions which measure various 88 92.63
cognitive abilities
d- | Restriction to the textbook 86 90.53
b- | Lack of questions which relate to scientific 80 84.21
thinking

The study sample individuals attributed the rareness encouragment of scientific
thinking and foucss on students’ abilities and talents in examn questions to the four
reasons mentioned above because of the 80%-90% range, which is high .

Regarding the fourth question on diversification in evaluation methods, the
questionnaire which was directed to the supervisors included a question aiming to know
their opinions, and the results were as follows :

a- The number of supervisors who responded positively was 28, with a percentage of
28%.

b- The number of supervisors who responded negatively was 72, with a percentage of
72%. '

This confirms that there is no diversification in evaluation methods during the
teaching/learning process, whereby the responses were 72%. This result conforms with
Al-Qudah’s study, 1991. '

The supervisors attribute this result to the following reasons, in order of importance
and according to the frequencies and percentages, as clarified in Table No. 5.
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Table No. (5)
Distribution supervisors’ opinions on the causes of teachers
not diversifying in evaluation methods

Item Subject Frequency
No. %
a- Ignoring non-testing evaluation methods suchas | 65 90.28
personal records and accumulative records
(Student card).
b- Rare diversification in testing evaluation methods | 55 76.39

Table No. (5) indicates that teachers are not interested in non-testing evaluation
methods, and at the same time they rarely diversify in testing evaluation methods,
whereby the percentages were 90.28% and 76.39% respectively.

Regarding the fifth question on the causes of teachers ignoring non- testing
evaluation methods, the questionnaire directed to the supervisors included a question of
five sub-items and the responses are indicated in Table No. 6 in order of importance
according to frequencies and percentages :

Table No. (6)
Distribution of opinions of supervisors on the causes
of ignoring non-testing evaluation methods by teachers

Item Subject Frequency

No. %
b- Writing researches 55 84.62
c- Writing working papers 50 76.92
e- Accumulative records (student card) 45 69.23
d- Personal records 42 64.62
a- Writing reports 40 61.54

The table indicates that teachers are not interested in non-testing evaluation methods,
as the responses were higher than 61.54. This result conforms with the results of Al-
Qudah’s study, 1991. '

Regarding the Sixth question on the causes of little diversification in testing
evaluation methods, the questionnaire which was directed to supervisors included a
question of three sub-items and the responses are indicated in Table No. (7), in order of
importance and according to frequencies and percentages :

Table No. (7)
Distribution of opinions of supervisors on the causes of rare diversification in
testing evaluation methods by teachers

Item Subject Frequency %
No.
a- Focus on written tests 50 90.9
b- | Don’t use practical tests 45 81.82
c- | Don’t use oral tests 40 72.73

The table indicates that written tests ranked first for reasons which confirm rare
diversification in testing evaluation methods, while not using practical tests ranked
second, and not using oral tests ranked last.
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Regarding the seventh question on obstacles in using modern teaching methods, the
questionnaire directed to supervisors included a question of six sub-items. The
supervisors set down obstacles in order of importance and according to frequenc1es and
percentages, as clarified in Table No. (8):

Table No. (8)
Distribution of opinions of supervisors on the obstacles
in using modern teaching methods by teachers

Item Subject Frequency %
No.

a- Large number of students in classes 90 90

b- Unawareness of teachers of modern teaching 88 88
methods.

(% Weak level of students 80 80

d- Shortage in modern audio - visual aids 75 75

e- Insufficient knowledge of teachers in producing | 35 35
teaching materials.

f- Little focus of supervisors on teachers’ interest | 25 25
in teaching aids

The above table indicates that most important obstacles are items a d,b ¢ and the least
important are ¢ and f.

Regarding the eighth question on obstacles in diversification of evaluation methods
by teachers, the questionnaire included a question of five sub-items , in order of
importance and according to frequencies and percentages, as clarified in Table No. (9) :

Table No. (9)
Distribution of opinions of supervisors on obstacles in diversification of
evaluation methods by teachers

Item Subject Frequency %
No. :
c- Weakness in scientific research skills 90 90%
e- Unawareness of modern trends in the 78 78%
philosophy and objectives of evaluation .
d- Little knowledge of evaluation methods & 65 65%
its importance .
a- Burden of tasks 73 73%
b- Insufficient time 40 40%

The above table indicates that the most important obstacle is item c, while the least
important is item b.

RECOMMENDATIONS
In the light of the study results the researcher recommends the following :
- Encouraging teachers to use modem teaching methods which develop basic cognitive

skills in students, especially critical thinking, programmed learning & problem -
solving through holding training courses.
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Having teachers focus on higher cognitive abilities, acquiring
scientific thinking skills, and avoiding memorization of-facts, knowledge and
information.

Affirming the comprehensiveness and diversification of evaluation methods through
using testing evaluation methods through using testing evaluation methods such as
written exams (essay and objective), oral exams and practical exams, and through
using non- testing evaluation methods such as projects, research writing , working
papers, reports and others.

Holding specialized training courses for the teachers in the directorates of education
in Jordan. The courses could be on measurement and evaluation.

Training teachers for conducting educational studies, and being evaluated by
specialists in this field, and publishing the best  ones in Risalat Al-Mualim.
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‘ Que_stionnaine (Annex I)

(1) Do teachers use modern teaching methods ? Yes( - )
. ' . No ()
If (No) is it because : ' ‘ :
- a- They focus only on explaining and dictating
b-" They don’t take into consideration individual differences
c- They don’t encourage critical thinking
d- They don’t diversify in teaching methods
e- They don’t use modemn audio - visual aids
f- Other opuuons :

TN N N o

(2)- Do memonzmg you think that most exam questions focus on facts, knowledge
and mformatlon only ? . E
_ A Yes ( )

- | - No ()

If (yes) is it because they ignore :

a- - The skills the student learnt

b- The interests of the student

c- Trends and values

d- Various methods of thinking

e- Higher levels of knowledge develOpment

\ .
NN

(3) Do you think that the exams encourage scientific thinking and focus on dlscovermg
students abilities and talents ? -

Yes ()
o ~No ()
If (No) is it because : ' B

a- Most exam questions depend on rote learning only ( )
b- Exam questions rarely focus on scientific thinking. ¢ )
c- Exam questions rarely test various cognitive abilities ( )
d- The teacher restricts himself to the textbook ()
e- Other opinion ( )

- (4 Do teachers dlver51fy in evaluatton methods during the teachmg / learning
process ? yes ()
No ( )
If (No) is it because of .
a- Neglecting evaluation methods, other than
testing, such as student records. . ()
b- Rare diversification in evaluation tests ()

(5) If you agree that teachers neglect evaluation methods other than testing , is it
because they don’t care about :
a- Writing reports (
b- Writing rescarches (
c- Writing working papers. ' (
d- Personal records (
e- Student card ()
f- Other reasons '

N N N e
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(6) Ifyou agrée that teachers rarely diversify in evaluation methods is it because :

a- They focus on written tests - )
'b- They don’t use oral tests Q O )
c- They don’t use practical tests 4 : )

i

.d- Other reasons - _ '

(7) Problems hindering teachers from using modern teaching methods: |

a- Large number of students in class (.)
b- Weakness of students = - )
c- Shortage of modern audio - visual aids « )
d- Teachers’ unawareness of modem teaching methods. ¢ )
e- Other problems =~ : '

"~ (8) Problems hindering teachers from diversifying in evaluation methods :

. a- The burden of tasks : ()
b- Inadequate time ( )
c- Weakness in skills for scientific research - ()
d- Inadequate knowledge of evaluation ( )
- methods and their importance. - :
¢- Unwareness of modern trends in the -
philosophy and objectives of evaluation , « )
f- Other problems o
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EFFECTIVENESS OF A CRITICAL THINKING
COURSE ON THE IMPROVEMENT OF PROSPECTIVE
TEACHER THINKING SKILLS

Dr. Mahmoud Al-Weher and Dr. Hind Al-Hammouri
The Hashemite University
Amman - Jordan

Educators share a common interest in promoting students' higher order thinking skills
(critical thinking, problem solving), and conceptual understanding . This interest is a
result of drastic changes in our world and explosion of information. The educators
concern is also due to the fact that the failure to cultivate aspects of higher order thinking
skills might be the source of major learning difficulties, even in elementary school
(Resnick, 1987). Accordingly, serious attention was given to teach thinking in order to
acquire thinking skills which, when acquired, remained constant in utility for processing
whatever information (Beyer, 1987).

The movement of teaching children thinking skills stems from the belief that thinking
can be learnt and taught (Fisher, 1990) Evolution of thinking skills movement occurred
in three phases: thinking skills, critical /creative thinking, thoughtful classroom/ mindful
school. Therefore, the levels of teaching teachers to teach thinking may parallel those
very phases, namely: skill acquisition, making meaning, and transfer and application
(Fogarti & Mc Tigh, 1993).

level 1: Skill Acquisition.

To teach thinking,, teachers must have a’, awareness of end competence with the
specific skills of thinking. Therefore, they can be introduced to cognitive instruction by
identifying,, defiling, and learning explicit thinking skills The emphasis in this stand-
alone approach (Prawat, 1991; Ennis 1989) is on active processing of information
through decontextualized thinking skill activities Therefore, teachers are aware of
thinking as an entity in itself. '

Level 2: Making Meaning.

Once teachers acquire thinking skills, they can move directly into thinking by
learning how to provide opportunities to practice the skills (Bellanca & Fogarty, 1991).
The focus here is on active processing of information through reasoning within subject
matter areas. Teaching, is achieved either by, using "infusion approach", or "immersion
approach" (Bailin, 1994, Prawat, 1991).

Level 3: Transfer and Application’

This level requires mindful abstraction for application and transfer of learning. It is
rooted in metacognitive reflection, which requires self-assessment and self- adjustment.
Such reflection fosters more thoughtful behavior as students recognize and take control
of their own action (Fogarty & and Mc Tigh 1993).

Educators have different points of views about critical thinking, for instance, Ennis
(1987) conceives it as "a reasonable, reflective thinking that is focused on deciding what
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to believe or do". Critical thinking so defined involves 13 dispositions end 12 abilities
categorized in four main components.

Whereas, Beyer's (1987) conception is" a collection of processes that are used either
separately, without order or in any combination' but it is more complicated than the
micro-thinking skills". He identified ten critical thinking skills.

Watson's and Glaser's conception is "a continuos effort to test facts or ideas in light

of evidence instead of jumping to conclusions (1965.3 s—es.q), They divide critical

thinking abilities into five dimensions.

On the light of previous definitions of thinking conception, and by examining,
others' such as: Mathew Limpan Richard Paul Harvey Seigel (Bailin, 1994), we can
introduce our own conception of critical thinking as follows: " mental, reflective,
rational reasonable processes that consist of the following dispositions and abilities
formulating questions, defining terms and identifying assumptions deduction,
inference, detecting bias, and judging arguments' ".

Critical thinking was and still, is a rich field of study which aims at laying emphasis
on developing students' critical thinking, revealing methods of its development, and
factors affecting it. For instance, Trent-Wilson (1990) investigated the effect of a
micro-teaching course on the acquisition of the critical thinking skills by a group of
prospective teachers the results indicated that the course was not effective.

Goldberg (1991) conducted a study aiming, at investigating the effect of two critical
thinking teaching courses, one using infusion approach, and the other using direct
teaching on eighth grade writing and research skills Results of using Ennis - Veir
Thinking Essay Test revealed that there were no significant differences between the two
groups' performance on any of the competencies measured by the above mentioned test .

Whereas, Mahmoud ( 1965. 3 g« ) designed a teaching course composed of fifteen

lessons to develop critical thinking skills of preparatory and secondary Egyptian students
using self- learning, and group discussion. Results revealed that performance of both
groups of students had improved' and improvement of the secondary cycle was greater
than that of the preparatory.

Studies also pointed out that teachers are not qualified to develop the critical
thinking, skills of their students (Trent- Wilson. 1990), so, it is necessary to include new
methods of training for critical thinking in the training courses to enable teachers to

achieve this goal (1992, (93l Jleil)). Blai (1992), on the other hand said that the all

college students must finish critical thinking courses before they leave university.
Improving thinking skills of youth has taken on more significance today than ever
before. On the local level, it is best understood by the 1987 National Educational
Reform, in listing, amongst its' recommendations enhancing students' critical thinking,
problem solving,.... all major thinking operations. And, since it is neither safe nor
desirable to assume that teachers know. or have been taught, how to teach higher order
thinking skills (Lewis & Smith' 1993), skillful thinking has been identified as a priority
of training teachers in what Jordan's Ministry of Education called "Common sore"
training plan. One of its' aims was to direct teachers to develop students' critical

thinking, abilities ( 1991, 432 5l kY| 3 gk ddas) but, unfortunately, this training was

not successful (1992, ()5 )—al 9 slill). One of the reasons could be, that, it began in

level 3 "transfer and application" without being certain of teachers' acquiring "thinking
skills" (level 1) and "making meaning" (level 2). Therefore, this study was designed to
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investigate the effect of a new training course, that was developed by the two
researchers, on the critical thinking skills of prospective teachers at the Hashemite
university in Jordan to enable them to think critically in order to transfer this thinking
skill to their students. )

The aim of this study parallels universal and local trends that emphasize on
developing, critical thinking ability as a factor that help students master subject matter
thinking independently, and willing to behave wisely and reasonably (Norris 1985;
Paul.1 984).

Purpose:

The purpose of this study was to detect the effectiveness of a critical thinking
training course on improving the prospective teachers' thinking skills. and to reveal what
changes this program has on each dimension of critical thinking skills. This study also,
investigated the effect of the students' achievement level as measured by their GPA in
the first semester (high, medium, and low), and their university majors (math teacher,
Arabic teacher, and class teacher), and their interaction, on their critical thinking skills
that could be attributed to this program. _

Method:
Sample:

The Sample of this study, consisted of thirty-nine freshman students, attending the
Critical Thinking course from the Faculty of Educational Sciences at the Hashemite
University, Jordan' 2nd semester of the year 1995/1996 The pre-program critical
thinking skills were initially assessed using Watson - Glaser Appraisal Form that was
adapted for Jordanian culture. Evidence of its' concurrent validity was obtained from its'
substantially high correlation with Basic, Mental Abilities test which equals 0.77, and an
indication of its' estiiated reliability was obtained using test related method and it 0.94

(1994, —USY) The previous Appraisal Form constitutes the following, dimensions:
inference' identifying, assumptions' deduction, explanation, and verifying, arguments.

Development of critical thinking course:

Six major dimensions were extracted, after thorough examination of lists of critical
thinking skills prepared by Ennis. 1987, Costa, 1985; Beyer, 1987; and Watson-Glaser, -
1991 No duplication of their work was intended here, rather, we have tried to draw out
the commonalties in order to identify the dimensions and translate them into meaningful
activities that can be used to stimulate students' critical thinking skills. Accordingly, we
have identified the following dimensions:

¢ Formulating questions .

¢ Defining terms & identifying: assumptions .
¢ Deduction.

o Inference.

¢ Detecting bias.

¢ Evaluating arguments .

These dimensions don't form a taxonomy; they are neither discrete nor comparable
categories, they relate to each other in different ways. Therefore, they don't form
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hierarchy, they were chosen because they reflect the various aspects of critical thinking
from our point of view.

The first dimension," formulating questions'’. involves invitations to think or do
through asking questions. Good questions focus attention. attention, force comparison,
seek; clarification, invite inquiry, and seek reasons.

We consider the second dimension, "defining terms & identifying assumptions”, to
include identifying, attributes and components. and articulating the parts that together
constitute a whole, identifying un-questioned givens that, to us, have the status of self-
evident truths . Moreover, this dimension includes also clarifying the concept, judging
definitions, and identifying stated or un-stated assumptions.

The third dimension, "deduction ', refers to the ability to extend an existing principle
or idea in a logical manner.

"Inference”, the fourth dimension, is conceived as going beyond available
information to identify what reasonably may be true.

The fifth dimension, "detecting bias", refers to the ability of finding out whether the
opinions & argumentation of a person are products of his / her personal thoughts and
experience, and if he/she used glittering terms or emotional expressions to describe
objects or events. "Evaluating arguments”, the sixth dimension involves assessing
reasonableness and quality of ideas, establishing criteria for judging the value or logic of
ideas, using specific standards or criteria for evaluation. Furthermore, it includes
judging the credibility of a source or argument, determining its strengths or weaknesses
according to certain acceptable criteria detecting logical fallacies, distinguishing between
relevant and irrelevant information. and between verifiable facts and value Judgments .

Although there are three levels of fostering higher order thinking; through education,
and because our students lack acquisition of these skills. the stand-alone approach "skill
acquisition" was adopted and used in this study Accordingly, twenty seven activities
were prepared to address the six dimensions as follows:

Number Dimension No.of activities

1 formulating questions

defining terms & identifying assumptions
deduction

inference

detecting bias

QAU WwN
AN B naN

evaluating arguments

The activities were organized as a series of 20 lesson clusters, each consisting of one
to two 50-minute lessons over the course of 7 weeks, and were presented in the same
sequence of dimensions previously mentioned . Through out these activities, students
were encouraged to develop the following, skills: clarity, precision, specificity, accuracy,
relevance, logic, depth, completeness, significance, adequacy, consistency, commitment
to impartiality and objectivity In order to obtain evidence on the course's content
validity, eight scholars were solicited to judge the extent of:

a) coverage of the previous six dimensions to most of the major or core critical
thinking skills, ,

b) relevance of activities to the corresponding, dimensions,

¢) adequacy of activities to students' cognitive abilities
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Eight 2-hour sessions were held between the researchers end each scholar, to discuss
together their judgments according, to previous criteria Accordingly, the course was
improved in the light of the attained feed back.

Procedures:

The sample was divided into ten 4-student groups received training, were the
rescarchers functioned as trainers for twenty 50 - minute sessions. In these training
sessions there were a combination of active group work, discussion between members of
groups and with trainers. The trainers attempted to help students in the course of
discussion within group and between groups by posing problems, eliciting questions, and
asking for comments.

The activities were presented to students on an over- head projector, and a copy of
each activity was distributed to each group. After group discussions, they were asked to
present the results of their discussion to other groups, using a transparency to enable the
whole class to follow up the ideas presented. and give their contribution in discussing
these ideas..

Throughout the study, the two researchers met regularly to discuss the activities and
analyze students' responses in order to develop the activities in the light of feedback
attained by real practice. At the end of the course, the students' critical thinking skills
were measured using Watson-Glaser Appraisal form once more.

Results and discussion:

The main aim of this study is to detect the effectiveness of the course improving
students' critical thinking skills.

To achieve this aim, paired sampled or correlated t-test was calculated, between the
means of the samples pre- and post- tests in critical thinking skills as measured by
Watson-Glaser. Table (1) illustrates the correlated t-test for the dependent observation.

Table(1)
Correlated t-test between the means of pre- and post-test
in critical thinking skills

post-test pre-test t level of
value _significance

Xi Sd X2 Sdy

37.051 5.261 33.410 5.26 4.42 0.000

Table (1) shows that the mean differences between pre- and post- tests in critical
thinking is statistically significant at 0 05 level, which indicated that the course is
effective in improving, the freshman's critical thinking skills. The finding of the study is
consistent with de Bono ( 1987) who argues that thinking is generally a skill, could be
taught and improved using the stand-alone approach. And goes in line with the findings

of Mahmoud (1965, 33—ess). And agrees with the results of Feurenstein et al., and

Weinstein & Mayer as quoted by Marazano, et al., contest that,' students' repertoires of
thinking skills and strategies can be modified substantially by effective instructional
methods ' (1988). Meanwhile, further research is needed to clarify the courses impact on
secondary school students' and in- service teachers' thinking, skills. On the other hand,
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these findings are inconsistent with Trent- Wilson's (1990) results; hence' more research
is suggested to seek reasons to solve this contrast.

Moreover, this study aims at revealing; what effects this course has, i.e. whether this
course produces changes in each dimension of the sample's critical thinking skills or not.

To achieve this end, paired sampled or correlated t- tests were calculated, between
the means of the pre- and post-test of the group in each dimension of the critical thinking
skills as measured by Watson-Glaser Appraisal Form, table (2) illustrates the t-tests for
the dependent observations.

Table (2)
paired Sampled t-test for the f five dimensions
of the critical the inking skills

Dimension posttest pretest t level of
value significance

xi | 81| x | S
Inference 6.949 | 2127 [ 6410 1634 1.72 0.094
Identifying assumptions | 8.59 | 1.499 | 7.667 | 1.595 | 3.230 0.003
Deduction 6.18 | 1.848 | 5872 | 2.191 | 0.830 0.410
Explanation 705 | 1.776 | 6.359 | 1.224 | 2.540 0.015
Evaluating arguments 828 | 1.76 | 7.100 | 2.303 | 3.170 0.003

Table (2) shows that differences in means between pre- and post-tests for
dimensions: identifying, assumptions' explanation and evaluating arguments, are
statistically significant at 0.05 level, whereas, the mean differences per- and post-tests
for the dimensions deduction and inference were not statistically significant at 0.05 level,
despite the fact that the means of their post-tests are greater then the corresponding
pre-tests.

The previous result could be attributed to the fact that these two abilities (inference
and deduction) require thorough understanding, and in-depth analysis of the given issu
and proposed consequences. The consequence of deduction needed to be judged on:
5-point scale (true, probably true' missing information, probably false, and false)
Whereas, the conclusion of inference is needed to be judged (whether they ar
necessarily consequences of the premises or not) especially for arguments that have the
terms: some, all, most, seldom, usually.... This result points out the need for furthe
research to see whether is it possible to improve students' deduction and inference skills
and how?

A third aim of this study is to detect whether the course is equally effective fo
students with different achievement levels, university majors, and their interaction, o
their thinking skills.

To achieve this aim, students were divided into three levels according to their GPA i
the first semester (high, medium. and low), and their university majors (class teache:
Arabic teacher, and math teacher).

Two-way analysis of covariance (3x3) was calculated for the main effects of th
course on the variables (achievement level, university major), and their interactiol
Table (3) shows the 2-way ANCOVA for the impact of the main effects and the the
interaction on thinking skills as measured by Watson-Glaser Appraisal Form whic
could be attributed to the course .
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Table(3)
Two-factor ANCOVA corresponding to students’ achievement level
(high, medium, and low), and their corresponding university majors
(math teachers, Arabic teacher, and class teacher)

Source of SS df MS F level of

variance significance
Main effects 256.168 5 51.234 2.841 0.035
level 37.448 2 18.724 1.038 0.368
major 40.291 2 20.145 1.117 0.342
pretest(cov) 125.806 1 125.806 6.976 0.014
Interaction 143.913 3 47.971 2.660 0.069
level x major 143.913 3 47.971 2.660 0.069
Explained 400.082 8 50.010 2.773 0.623
Residual 468.889 26 18.034
Total 868.971 34 25.558

Table (3) indicates that neither the interaction between students' achievement levels,
as measured by their GPA, and their university major' nor their achievement levels, or
their university majors have statistically significant impact on their thinking skills that
could be attributed to the course, the course has nearly the same impact on students'
thinking skills whether they differ in achievement levels, in university majors, or, in the
interaction between them This result goes in line with the findings of Feurestein, et al.,
and Weirstein and Mayer as quoted by Marazano, et al., that, "effective critical thinking
skills can be developed by effective instructional methods not only for high- achievers,
but also. for low- achievers '( 1988).

In conclusion, and as Beyer (1987) conceives critical thinking. the findings of the
study indicate that this course is effective in improving, critical thinking skills a whole,
and their ability in identifying assumptions, explanation, and judging arguments; though
it failed to prove it statistically for the deduction and inference abilities. And since this
effective course addresses level I of teaching, thinking, it is recommended to design and
test another course, addressing, level 2 "making meaning,".

As a result of informal observations during the training sessions, this study provides
rich information about students' thinking behaviour:

¢ An ingrained refusal to think about any thing for which there is no ready answer
changed into a willingness to discuss issues of more than one answer, i.e. an
inclination to think about something clearly appeared, even though the quality of
thinking may be poor.

« Bias and prejudice were lessened, and students were able to acknowledge each others
points of view, even if they don't really accept it.

e Suspect in their ability to produce reasonable ideas was replaced by greater
confidence in putting forward ideas.

These observations point out the need for further research to investigate the way this
course affects students thinking behaviours.
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level 1 : Skill Acquisition.

To teach thinking teachers must have an awareness of and competence with the
specific skills of thinking. Therefore, they can be introduced to cognitive instruction by
identifying, defining, and learning explicit thinking skills. The emphasis in this stand-
alone approach (Prawat 1991; Ennis. 1989) is on active processing of information
through decontextualized thinking skill activities. Therefore? teachers are aware of
thinking as an entity in itself.
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EDUCATING RACIAL MINORITY GROUPS FOR FULL
PARTICIPATION IN THE SOCJAL SYSTEMS OF THE
DOMINANT SOCIETY: NEGOTIATING CULTURAL
REALITIES IN THE CONTEXT OF EDUCATION REFORM.

Veronika Bohac Clarke and Elizabeth Churchill
University of Calgary
Canada

INTRODUCTION

The life contexts of the Canadian native Indians and the Roms in the Czech Republic
seem on the surface to be so similar, that anyone engaged in a comparative analysis must
consciously guard against oversimplification of the issues. Indeed, there are some
significant analogies such as distinctive racial characteristics, survival for many .
generations as a group that is ethnically distinct from the dominant society, maintenance
of distinct cultural and spiritual traditions which originally included a nomadic lifestyle
and a close connectedness to nature, and maintenance of distinct language(s) and art
forms. In both cases the dominant societies are undergoing education reforms which
acknowledge individual rights and differences. On the other hand, there are many
significant differences between these two peoples, such as their approaches to self
identity, to their relationship with the citizens and the governments of the dominant
societies, their approaches to education, and their definition of empowerment.

Title of the paper

Soon after we committed ourselves to the title of this paper for the conference, we
realized that the sentiment therein was too ambitious and reflected the optimism of the
dominant society's reality tunnel (Wilson, 1994). "Educating racial minority groups for
full democratic participation in the social systems of the dominant society', we have
learned, is a typical well meaning national level education policy, which must be
understood as a broad directive with a wide scope for interpretation at the
implementation end, if it is to be successful. We were reminded repeatedly of the
obvious fact that ethnic groups are not monolithic entities and of the evolving nature of
culture. Clearly, issues at the community level are much more complex than they seem at
the state level. While there are individuals within both groups, the Roms and the Indians,
who are actively engaged in public life and the promotion of their people's issues in the
political arena, there is also the "silent majority" of people who use their energies and
thoughts to carve out their own individual paths and survive in the "no man's land"
between two cultures. For this reason we have appended the title to reflect the cultural
process.

Orgahization of the paper

This paper is an overview intended to contextualize the two cases, including
background, current issues and approaches to the provision of specialized education
programs for these minorities. Being mindful of the diversity within each ethnic group,
the overview proceeds from the national level to the community level. In the next two
sections, each ethnic case will be described in terms of theif social, economic and
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political contexts, government policies and programs relevant to education, as well as the
attitudes of the ethnic group toward education and their reaction to government
programs. In the final section of the paper, common issues will be identified and
approaches to these issues will be analyzed.

Methodology

This paper constitutes an initial examination and overview of issues pertaining to the
role of education in enabling two ethnic minorities, the Roms in the Czech Republic and
the Tsuu T'ina Indians in Alberta, Canada, to participate fully in the social systems of the
dominant societies.

As such, this paper will necessarily be followed up by in-depth field work which will
be documented in subsequent reports. The issues identified below will form the basis for
collaborative activities carried out by the researchers and the ethnic communities. The
preparatory work for these activities is already underway.

Conceptual Framework

The approach taken in this paper was to do a systematic overview of both groups in
terms of history leading to their present political, economic, social, and cultural position
in society. This was followed by exploring the current educational context of these
groups, from state-level policy to school-level implementation. These issues were
examined also with view of testing the relevancy of Spindlers' (1993) conception of
culture as a process. Lessons learned in each of these cases, including concrete examples
of both successes and failures were examined. Data sources included policy documents,
government statistics, as well as interviews. Issues thus collected were then used to
“search for a suitable conceptual framework or at least a metaphor that would be useful in
organizing subsequent research questions.

THE CASE OF THE ROMS
Background

The Roms as they prefer to be called, have migrated to Europe from India.in several
migratory waves, making significant stops along the way in the middle east, Persia,
Egypt, Greece, and north Africa on the way to Spain (Davidova, 1995, p. 14). The stable
core "general Rom" language contains components of Indian, Iranian, Armenian, and
Greek languages. This core was augmented with words borrowed from the languages of
their "host" countries (Sebkova, 1995, p.11). On their travels the Roms acquired names
such as Athinganoi, Cikani, Cygan, Zingari, Egypcianos, Gitanos, Gypsies, and others
from the host populations.

According to the exhaustive and meticulous study of Davidova (1995), Roms have
lived in "the Czech lands" for approximately the past 6 centuries (the first verifiable
reference being from the lords of Rosenberg executioners' records of 1399, the next from
1416). Although they had a nomadic lifestyle and consequently always lived outside of
the mainstream society, they returned regularly, for example to the same summer
habitats.

Their existence in Europe had been generally characterized by negativity and
persecution, beginning with their excommunication in 1427 by the Archbishop of Paris
The emperor Ferdinand I. had made the persecution of Roms lawful even before the
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resolution of 1548 in Augsburg, which declared that a murder of a Gypsy is not
punishable by the law. A different approach to Rom relations was adopted by the
Empress Maria Theresia and her son Josef II (1740-1790) who chose forced assimilation
as a solution to the Rom problem. This included outlawing the nomadic way of life and
the use of the Rom language, as well as forced re-education of Rom children in non-Rom
foster homes. The result of this effort has been the settlement of a group of Rom families
in southern Moravia, who have remained there to this day.

The laws of the first Czech republic (1918-1938) continued the efforts to limit the
nomadic way of life. In keeping with the recapturing approach, the first Rom school was
established.

None of the previous actions of the dominant society, however, equaled the
devastating impact of Nazi racial cleansing programs during the second world war. Mass
deportations of Roms to concentration camps, particularly the Rom camp at
Auchschwitz II Brezinka, where half a million European Roms died, decimated the
Czech, Moravian, and German Rom populations. The few Czech and Moravian Roms
that returned from the concentration camps at the end of the war ceased speaking the
Rom language. Most of the Roms that now live in the Czech Republic come from
Slovakia (Lipa, 1965, p.4) where they previously led a semi-nomadic life, returning
annually to their colonies of thatched roof huts.

After the war, the communist government of Czechoslovakia continued the pre-war
efforts to stop the nomadic way of life of the Roms: the state solution to the so-called
gipsy question during the totalitarian regime between the years 1950-1988 when the
socio-political regime tried to assimilate the Romanies, to "cultivate” and integrate
them; it did not respect the specific nature of Romany ethnicity and this entire "solution”
(if grandiosely conceived, directed and subsidised by the state) was, from the point of
view of the Romanies, a solution which was "about us without us"an unjust solution.
Davidova (1995, p. 239)

In spite of the obvious differences in traditions and lifestyle, Roms were settled into
government housing, initially in existing buildings including valuable historical sites
which sustained severe damage as a result, and later in newly built apartment block
complexes. Children were required to go to school, although the majority were very
quickly channelled into "special schools”" for children with learning and behaviour
disorders. Ironically, under this surface appearance of compliance, the majority of Roms
were able to continue some of their traditional ways of life. A census of the Rom
population conducted in August 1947 in Czech lands and Moravia identified 214 Roms
as Incorrigible antisocial"; in Slovakia the number identified was 2,884 .

The state had provided a comprehensive social safety net for all its citizens, including
the Roms. This patriarchal approach did not require the Roms nor the Czechs) to evolve
their own initiative in order to better their lives.

Within the official framework of addressing the "Rom question” efforts continued to
be exerted by academics to analyze and understand the Rom languages. A number of
Rom language textbooks and grammar analyses were done by Lipa (1960, 1963, 1965),
Davidova (1959) Bacikova (1959) and others. The intent was to make it easier for
teachers to communicate with Rom students, rather than to create a Rom-focused
curriculum. The aim was still to " remove all remnants of isolation of the Rom
population and its results" (Bacikova, 1959), or, as Balabanova put it with
post-communist frankness " to paint Rom children white" (1995, p.5). Roms themselves
did not express any desires that the non-Rom population should communicate with them
in the Rom language, opting instead for preserving their language as a "secret language"
not understood by the "gadie” et' dominant society (Lipa, 1965, p.11)
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Learning to build a democratic society in the post-communist era: from state-level
policy to school-level implementation

The "velvet revolution" (November 1989) brought about dramatic changes in the
social and economic structure of the Czech Republic at an unprecedented speed
According to the studies of Mateju and Rehakova (1992), while under the old system,
education and personal initiative were not considered to be strategies for success,
overnight they became tickets for social and economic success in the new market
economy: To the extent that changing economic and social conditions upgrade
education's economic value, beliefs will also change about schooling as an instrument
Jor raising one's prestige, self-esteem, and life prospects. Mateju and Rehakova,
(1995,p.164)

Given this situation, it is clear that the Roms, a majority of whom do not finish
elementary school, are becoming very vulnerable in the newly competitive job market at
a time when the government is beginning to dismantle the massive social safety net of
the communists. According to an official at thé Ministry of Education whose
responsibilities include Rom education, the Roms are losing in the competition over
manual labour jobs to white migrant workers from the former Soviet Union and the
Balkans. As a result, many more groups of Roms are turning to what he terms the
“alternative industries” including stealing and drug trafficking. He noted that heroin
addiction among Rom children is becoming a serious impediment to the provision of
education in some Olah Romany communities. This view has been confirmed by L.
Sztojka, spokesman for the Olah community, who noted that the children are not only
drawn into the drug distribution network but have themselves become heavy users of the
drugs.

One of the first areas of focus for the post-communist government was a fundamental
reform of the education system, including a new approach to the handicapped and ethnic
minorities. A 1991 national census in the newly formed Czech Republic was
disappointing in terms of providing the anticipated information about the educational
status of the Rom population, since only about 30,000 Roms identified themselves as
Roms. By extrapolation from previous census figures the number should have been
between 150,000 250,000. The information provided therefore gives an impressionistic
sketch at best, nevertheless the image that emerges is neither encouraging nor surprising;
78\ reported having some to complete elementary education; 10.9% had some secondary
education, primarily vocational training; 0.3% had university education; while 5.5%
reported having had no education at all.

While the communist government's practice of sending Rom children to Special
schools continues to be the subject of lively debate with political as well as pedagogic
overtones, the Ministry of Education has chosen to focus their attention on the training
of future teachers who would be working with Rom children. In 1992, a Fund for the
Development of University Education was established "to encourage new pedagogic
approaches” particularly for education of the handicapped and ethnic minorities,
primarily Roms. As such, suggested themes included the study of Rom language and
Romistics', education for tolerance, awareness of ethnophobia and racism, and special
pedagogic approaches to help secondary school students complete school and enter
university. The Fund, now in its fourth year, supports projects from university faculties
of education; currently 5 of the 8 faculties are participating.
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One form of "free expression" in the newly democratic Czech Republic is the
growing neo-nazi "skinhead" movement, which uses violent attacks on members of
ethnic minorities to express their extreme Xenophobia views of protecting the "pure"
white race. While there have been several attacks on black people, the primary target of
the "skinheads" are the Roms. In response to the increasing incidence of violence, the
Ministry of Education issued a "Directive to schools regarding action against
expressions of racism, intolerance, and xenophobia a" (August 18, 1995). This Directive
orders schools to prepare students for peaceful coexistence with an increasing number of
people from different national, ethnic and religious groups. The Directive makes
suggestions for specific activities in particular subjects of the curriculum. The
implementation of the Directive was followed up a year later with an evaluation. The
evaluation report defined the responsibility of the education system as: ...fo moderate
and form values and orientation of students in conditions where societal consensus in
this direction is more a goal than self-evident reality and where a number of necessary
regulatory and support mechanisms are only beginning to be created.

Czech Inspectorate report, 1996, p. 1

The evaluation revealed that there were significant numbers of incidents of racial
intolerance and aggression observed, with Roms being the victims in about half the cases
and aggressors in the remaining cases. Intolerance was also observed against students
with handicaps and students of different religious orientations. Intolerance between
different casts within the Rom communities has also been reported. School principals
cited lack of suitable curricular and support materials, as well as lack of cooperation
from Rom parents as serious obstacles in promoting racial tolerance.

The difficulties in communicating with Rom parents are to some extent explained by
school personnel as stemming from the fact that some Rom parents have no experience
with schooling at all, and as such are unable see education as having any value for their
children. While the Ministry of Education provides basic education (elementary and
secondary) as well as remedial education for adults free of charge (27.10.1995), Rom
adults have not been taking advantage of this option in great numbers.

Civic Democracy as a Basis for Educating Ethnic Minorities: lessons learned

According to the Secretary of the Office of the Nationalities Council of the Czech
Republic government, educational and cultural programs and projects of ethnic
minorities are supported according to the principles of civic, rather than national
democracy, which in practice means that individuals or local community groups are the
units of negotiation with government. In this ease, project proposals are submitted either
to the Ministry of Education or to the Nationalities Council directly, for funding. The
Nationalities Council provides help with proposal writing and budgeting. Aside from the
Roms, the program serves Polish and German ethnic groups, both of whom run
sophisticated projects.

According to the Secretary, the Nationalities Council endeavours to be as
forthcoming as possible to the Rom community without actually singling them out as a
special ethnic group, which would not only be counter to the principles of civic
democracy, but might actually attract undesirable attention of the fringe racist groups.
This view was echoed by an official of the Ministry of Education who described the
government's position as: "we leave the door open; we paint arrows on the sidewalk to
the door, but they must enter on their own."

The Ministry of Education records of the Rom community groups receiving grants,
the types of activities, and the amounts of grant- money, indicate that grants were
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requested by small groups, usually for recreational activities for Rom children. The
largest grant amount was the equivalent of about $19,300 US., with many of the grants
being much smaller. The report indicates that the main problem is that the groups do not
provide any financial accounting of the money spent, which is a prerequisite for
receiving subsequent grants. The report also states that the Department of the Ministry
concerned with Physical Education has grants available for public programs of
organizations that are national in scope and have a minimum of 2,000 members. Because
the Rom groups are not integrated in any way, they are not eligible for these grants.

The Secretariat of the Office of the Nationalities Council calls periodic meetings with
the Minister and Deputy Minister of Education, the Minister who chairs the
Commission, civil servants responsible for relevant areas within the Ministry, and
representatives of Rom communities throughout the Republic. The most pressing issues
reported by the Rom representatives at the last meeting (April 1996) were: education of
Rom children, adequate social pre-school preparation of Rom children, communication
between school and Rom parents, lack of multiethnic education in school, lack of role
models from other cultures, lack of systematic coherent program for Rom education
within the school system, need for a first grade Rom reader, and need for systematic
anti-drug education and help for addicted children.

Two new programs were seen as successful: a pilot study for a lifelong learning
program involving life skills education of Rom women (aged 15-60), (Rauchova, 1993),
and the head-start type of program for Rom children called 0-grade classes. While these
types of programs do show immediate and observable benefits for the individuals
involved, they are the focus of heated debates about the benefits and drawbacks of
segregating Rom students. The anti- view was strongly represented at the meeting by
Antonin Petras who emphasized that segregation of Rom children should not be allowed
even in pre-school programs, and that common educational experiences should
commence at the age of four. Michal Pulo, on the other hand, cited numerous examples
of schools where Rom parents specifically request that their children be transferred to
the Special School, so that they could be with their Rom friends. He also pointed to
specific examples of schools where Rom students are concentrated in one particular class
within each grade.

The lessons learned over the past 50 years include the recognition that while various
past efforts at assimilation of Roms resulted primarily in the destruction of external
supports such as living in colonies, periodic migration between camps, and the practice
of traditional tribal laws and customs, they have not been able to change the Rom racial
characteristics and way of viewing the world

As a result, Roms now live dispersed within the Czech population while there are
arcas with a greater concentration of Roms, this is primarily because of economic
reasons, or because the previous regime provided them with subsidized housing in a
particular area rather than as a specific decision to form a community. A number of Rom
families may live in an apartment complex but they may not know each other. There is
indeed a noticeable lack of large scale political organization, such as The Assembly of
First Nations in Canada

The economic situation of the Roms is deteriorating in the present system, since they
have traditionally depended on menial manual labour jobs which required no formal
education. The Roms must now compete for these jobs with migrant workers from the
Ukraine and other post-Soviet countries. At the same time, the general level of education
and training required for employment also contributes to the rising unemployment of
Roms.
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The levels of education among the Roms are very low, with few individuals finishing
high school. The number of Rom students in special schools is still disproportionately
high. The situation is further complicated by a sceming general lack of interest in school
on the part of Rom parents In general, Roms tend not to see education as a vehicle to any
type of success, as was pointed out with characteristic frankness by a number of Rom
representatives at the meeting with the education minister. As the Secretary for the
Office of the Nationalities explained,some of these attitudes are related to the Roms'
sense of time. Unlike the Czechs, they do not have a future orientation, but are instead
firmly focused on the present and the immediately tangible present-day rewards of their
labours. An investment of effort in education does not bring the immediate results which
would validate it. The same time sense is cited as a factor in the decision on the part of
Roms not to buy subscriptions for Rom and Rom-Czech magazines that are available.
Any attempts activating and combining community and school at interests should
therefore be small-scale personalized, experiential and focused on building mutual trust
between the school, community and parents. Every day, the child should be doing
something in school that would give the parent a practical reason to send him again the
next morning. The 0-grade classes appear to be one environment which has a potential
for fulfilling these conditions. Not only do they focus on the specific needs of Rom
students, they also increase the possibilities of making contact with the parents and
eventually building a small Rom community around the school. There is one example
where this approach is in fact working - a newly opened private elementary school for
Rom students. If this school continues to be successful, it may have important lessons as
well as precedents for other schools interested in the concept of community building.

THE TSUU T' INA INDIANS OF ALBERTA
Background

The Tsuu T'ina are Athapaskan-language speakers who originated in northern
Alberta and the northwest Territories. By the end of the 18th century, the Tsuu T,ina had
moved into the northern plains and had adopted a Plains Indian lifestyle. Throughout the
19th century, they engaged in warfare with surrounding groups and soon became allied
with the Blackfoot-speakers of the southern plains. This alliance was so close that the
anthropologist Diamond Jenness commented in 1921 that in virtually all but language
the Tsuu T'ina could be considered Blackfoot (Jenness, 1938:8). In 1877, the Tsuu T'ina
signed Treaty 7 with the federal government, which ceded all rights to lands held
previously, in exchange for a small reserve on the outskirts of Calgary, Alberta.
Provisions for Tsuu T,ina education were guaranteed in Treaty 7 which contained a
clause promising the establishing and maintenance of schools on reserves. In 1885, the
first school was built on the Tsuu Tina Reserve by the Church Missionary Society of
London and in 1895, a residential school was established by the same organization.
During the early reservation period' diseases particularly tuberculosis were so prevalent
among the Tout Tina that a doctor a that a doctor was appointed Indian

Agent in 1921. By 1921, the Tsuu Tina population had fallen to an all time low of
125 individuals from an estimated 477 at the signing of Treaty 7. In 1921, the residential
school was turned into a sanatorium and hospital. A new day school built on the south
side of the hospital operated between 1921 and 1948. In 1949 a new two-room school
house was built further west on the reserve. The Anglican Church remained in control of
schools on the reserve until 1969 when the Federal government took over direct control
of Indian schooling. In 1971, the reserve school was torn down and Tsuu Tina students
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were bussed into the city of Calgary for the first time. After 1921, the Tsuu Tina
population rose steadily to 143 in 1931 and eventually to its present level of just over
one thousand. Throughout this period, certain TSuu Tina cultural traditions and the Tsuu
T'ina language declined. With fewer than a dozen native speakers by the early 1970s,
linguists deemed it to be a moribund language (Helm, 1981:84-85).

The Development of Educational Alternatives: From State-Level Policy to
School-level Implementation

In 1992, an elementary school for Kindergarten and Grades One to Five was opened
under band-control on the Tsuu T'ina Reserve, A combined junior and senior high school
was opened in 1994. These developments marked the end of over a hundred years of
direct educational control by the Federal Government and ushered in the era of
self-governance for the Tsuu T'ina.

Throughout that period of time, five generations of Tsuu T'ina were influenced by the
same evolving government philosophy as were all the other tribes in Canada. During this
time also, federal government educational policy evolved through various stages of
development in response to a changing educational philosophy and principles of
practice. Indian education until 1950 was influenced by two basic educational
philosophies. The first was the general one of providing a basic education for all
children in Canada. The second was a paternalistic one originating in the
pre-Confederation period which stressed the necessity of assimilating all Indian children
to the precepts and Practices of the dominant society (Barman et al, 1988:6). The
segregationist policy announced in 1910 of "fitting the Indian for civilized life in his own
environment,” ensured that the formal education of Indian children would remain
minimal at the same time that education for non-native children was becoming more
extensive (Barman et al, 1988:9).

With the revised Indian Act of 1951, a new policy of integration was adopted and
agreement were negotiated between the Department of Indian Affairs and provincial
departments of education and local school boards. A philosophy of educational
integration followed the Joint Committee of the Senate and House of Commons Report
To Investigate the Indian Act of 1948. After 1950, there was an increasing emphasis on
off-reserve schooling and in 1957, band councils were empowered to elect school
committees. By 1960, almost a quarter of the 38,000 Indians attending schools were in
provincially-controlled institutions. Following the publication of the two volume
Hawthorn Report in 1966 which condemned the poor quality of native education in
Canada, new initiatives were undertaken in the areas of education self-governance and
cultural programming,

The new philosophy of Indian education emphasized the individual child and the
development of native curricular resources, community advisory groups and native
teaching training. The Hawthorn Report noted that for the 35 bands surveyed, a 94%
dropout rate was recorded for native students between grades 1 and 12 for the years
1952-1962. This compares with a 12% dropout rate for non-native students for the same
period. The dropout rate between 1971 an 1981 remained constant at roughly 78%
compared with 25% for non-natives. Other sources of demographic information describe
the Grade 12 completion rate rising slowly over the past twenty years to an estimated

45% in 1989 (Armstrong et al, 1990:8).

The Hawthorn Report, which included an investigation of the Tsuu T'ina Reserve,
recommended the complete integration of native students into mainstream society and a
move away from the ‘basic education' approach so that native students could participate
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fully as citizens in Canadian society (Dept. of Citizenship and Immigration, 1969:4-5).
By the 1970s, the Indian Department took the initiative to establish native community
advisory boards to schools but these bodies had limited influence (Yuzdepski, 1983:40,
1-2): in 1989, 45% of Indians were still classified as functionally illiterate and 37% of
status Indians had less than a grade nine education, compared with 17% for the rest of
the Canadian population.

According to recent government estimates the proportion of Indian students who
remain in school until grade 12 increased from just over 3 percent in 1960/61 to 73% in
1994/95 (INAC 1992:45). Such figures may suggest a correlation with increasing Indian
control of education, however, temptation to ascribe this rather tenuously-based figure to
the developing self-governance is curbed by the realities of Indian school enrolment.
Thus, in 1994-1995, the following breakdown of Indian school enrolment was observed.:
Federal and Private schools each had 2% of the Indian enrolment while provincial
schools still retained 41% and band-operated schools had 54%

A sober assessment of the progression of the federal government's education
philosophy does, nevertheless, show an increasing influence of growing Indian political
activism. The move towards native self-governance in education truly commenced with
the politicization of native groups in Canada and with the policy statement, Native
Control of Native Education in 1971 by the Native Indian Brotherhood (NIB). What the
NIB policy statement quite cleverly achieved was the fusion of the central
recommendations of the Hawthorn Commission Report with the ldeology of native
self-determination.

The increasing political savvy of the Indians included an informed awareness of the
political context and the opportunities it afforded. Since each province has legislative
power to control its own education systems, considerable freedom exists within each
province to create a unique system of native education. This, in turn, provides an
opportunity for a well organized Indian political community to negotiate for specific
local educational programs. For example, in the province of Alberta an amendment to
the School Act in 1971 allowed for instruction in languages other than French and
English. This amendment has been taken advantage of by different native groups and
administrative units.

Thus, the publication Native People in The Curriculum was created by the Alberta
Department of Education in 1985, which eventually led to the development of
native-oriented programming, the generation of native learning resources and a publicly
acknowledged involvement of native people in curricula and policy development for the
first time. By 1986, the Native Education Project Fund was created by the Ministry of
Education specifically for the development and delivery of programs and-services to
address the needs of native students in Alberta Schools.

By 1988, most of Canada's 577 Indian bands administered all or part of the
educational activity of the federal Department of Indian Affairs on their reserves
(Yuzdepski, 1983:1-2). Several persistent problems however plagued the
institutionalization of educational self-governance on Indian Reserves. The national
Indian political organization, the Assembly of First Nations pointed out that involvement
in education was not synonymous with control of education, that " local control [did] not
allow for decision-making and there [was] an overwhelming preoccupation with
administrative procedures and financial control.” (Assembly of First Nations, 1988: 2-5).

Community-School Interactions Among the Tsuu Tina Indians lessons learned:
successes and failures

The case of the Tsuu Tina Indians appears to conform to the patterns of observed
national educational norms. Historically, however, the results are inconclusive, because
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there has never been any tracking of individual bands by provincial school boards or by
the Federal Government. In 1970, a consultants report noted that there was a general
pattern of decline in Tsuu Tina students' grades and attendance in middle school. The
students entering Junior High School, for example, were observed to miss a great deal of
school and their grades were 15% below the class average. Less than 1% of the High
School students were in academic programs and almost no boys were completing Grade
12 in city schools (Stanley & Associates, 1971:14).

In 1978, a second report commissioned by the Tsuu Tina Band indicated that the
average for years of education was 8.7 for the 220 individuals interviewed out of a total
population of 415. Of these individuals, 23 (10.4%) had completed or were enrolled in
grade 12, 2 (9%) had university or college training and 42 (18.9%) had some form of
trade or technical training.(Romney, 1978:4).

By 1988, the dropout rate for Tsuu Tina students was an estimated 80% and only
seven Tsuu Tina students completed university over a twenty year period. By the end of
the 1993-4 school term, a total of 27 Tsuu Tina students had dropped out of school
including 10 of the 13 enrolled in High School.

During the school year 1994-1995, there was a total of 370 students attending
Elementary, Junior and Senior High schools in the City of Calgary. The enrolment at the
band-controlled school was 125 or approximately 75% of the eligible Elementary
student population. A total of 15 different Junior and Senior High schools in the City of
Calgary are attended by Tsuu Tina students. Forty adult students had enrolled in
upgrading classes held on the Tsuu Tina Reserve. Thirty students completed the program
successfully.

A recent study (Churchill, 1994) of attitudinal responses of teachers, administrators,
parents and students in 1994 revealed that a wide range of attitudes were present in the
Tsuu Tina educational "community.” There are distinct differences between the teaching
approaches of the city schools and the reserve school.

City schools:

Administrators and teachers in the city schools characterized Tsuu T'ina students by
poor attendance and poor attitudes towards education generally. The types of cultural
factors contributing to poor student performance were identified as cultural
discontinuity, different values, absence of native content in the curriculum and a lack of
validation of native culture. All respondents felt that native students were isolated in the
mainstream system.

All respondents noted that there are critical junctures in the educational experiences
of these students. The first occurs at about grade 6 when Tsuu Tina students appear to
become conscious of themselves as "different" and the second occurs during the Grade 9
transition to Senior High School.

Teacher respondents identified similar issues as administrators, including the
non-involvement of parents in the schooling of their children and dysfunctional family
life. Some teachers expressed considerable anxiety over the parenting responsibilities
they felt that they had to assume for these students. Students were described as primarily
shy or undisciplined. Few teachers identified cultural historical factors as issues but all
those interviewed admitted that they knew next to nothing about the history and culture
of the Tsuu Tina. Furthermore, all teachers agreed that Tsuu Tina student learning was a
problem’ and framed this in terms of developmental delay or skills deficit.

For the students, boredom was indicated as the critical factor in their schooling. They
stated that schooling was worthless and would not guarantee them employment or

229

(220)



advancement, particularly on the reserve. In the interviews, students who had dropped
out or who were failing cited boredom, trouble with specific teachers and a fecling of
purposelessness in their schooling.

Most  students stated that they had experienced forms of overt racism in their
schooling experiences. This racism had taken the form of name calling and other forms
of verbal ridicule. Other problems mentioned included autocratic teaching styles, lack of
cultural understanding, rudeness, singling out in class and racist comments.

“Half of the students interviewed mentioned that family problems had influenced their
schooling during the term. Only one student admitted to studying on a consistent basis
and regularly completing work on time. All of the students described the importance of
other successful Tsuu Tina students as an influence in their decision-making around
schooling. The career and life ambitions of those students varied with about half
expressing a desire to attend university or college and the other half uncertain.

The parent respondents reported similar experiences during their own schooling. All
parents agreed that the education of their children was very important but all felt a
complete dislocation from the education of their children.

Tsuu Tina reserve school

The philosophy and practice of teaching and learning within the elementary school
operated by the Tsuu Tina provide an exemplary model of approaches to the successful
education of these students. The school stresses several key elements including the
validation of Tsuu T'ina and native cultures, the self-worth of the student and the
provision of a safe and comfortable learning environment for the Tsuu T'ina student.

On a pragmatic level, the attainment of educational parity is addressed through the
hiring of a reading consultant and other professionals to directly address reading and
other learning deficiencies. There is an immediate activation of a response with direct
parental involvement as soon as any problem arises. There is both strong community
involvement and a proactive school advisory board. The location of the school on the
Tusu Tina reserve and its employment of native architectural and design features had the
immediate symbolic effect of enhancing community closeness and validating community
values.

One of the strongest links between the school staff and the Tusu Tina Nation lies in
the commitment of teachers to adhere to the values and wishes of the community. This
commitment involved extra hours in helping to organize community-based activities.
The teachers also attempt to utilize the community environment as a frame of reference
in the leamning process. The teachers roughly half of whom are native and half
non-native - did not say that they employ any different teaching methods when working
with the students. Instead, they emphasized a strong focus on the individual students, to
give each of them a sense of worth as individuals and as members of their immediate
community. To facilitate this process they use predominantly native curricular materials.

Lessons learned

As one analyst of comparative education noted: "neither the 'insiders' nor the
‘outsiders have a monopoly on truth" (Khoi, 1990:112). Neither the state nor the
community - Rom or Tsuu T'ina - are homogenous entities. In the case of the minority
community, there are always divergent educational interests present and diverse
educational needs to be addressed. Therefore, the framing of educational policy must
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accommodate this diversity. Therefore, it is the choice of educational alternatives which
is the crucial factor.

The concept of self-empowerment similarly is complicated by the presence of a
variety of perspectives in any one given community. For those favouring the
participation of their children in the mainstream system, learning can be facilitated by
the development of stronger native curricula, the hiring of native teachers and the greater
visibility of native culture generally. Recommended structural changes in curricula
include holistic teaching methods and the development of native language resources.

Bridging mechanisms can also be built between the community and the school
including the hiring of liaison workers, the provision of cultural sensitization workshops
so that teachers may be educated in the cultural and social norms of the community and
the provision of career counselling relevant to community needs and requirements.

Student learning can be strengthened through forms of remediation including tutors,
home study programs, home schooling and the use of advanced forms of technology. In
the case of segregated schooling, the central problem is one of providing integrative
mechanisms so that students can participate comfortably in main stream society.

The most basic lesson leamed from observing the successes and failures in the
education programs for the Tsuu T'ina is a caution against generalisations. The debate
over segregation or integration is one such generalisation. Devising single "either-or
solutions for all Indians, for all people in a tribe, or even for one community, will have
problematic results because this approach ignores the fact that each individual evolves
differently, reacts to the environment differently, and has taken a different position on
the continuum between the two cultures. As seen from the interviews with Tsuu T'ina
students, this position and self is influenced by the individual's friends and role models
within the immediate community.

While the framing of Indian education policy is historically-based, it,is less clear how
contemporary Tsuu T'ina attitudes towards education have been influenced directly by
policies, which themselves have changed through time, and to what extent Tsuu T'ina
themselves have been contingently affected by other historical factors. The problem of
interpreting 'causality' within a rigid historicist framework in a perceived educational
failure is, therefore, fraught with difficulty. The recent pronouncement by Barman et al
(1988) that the history of educational policy up to the self-governance movement is a
'failure’ leaves too many unanswered questions as to what constitutes this failure and in
whose terms it is understood. There is instead a plurality of views present in any one
case study which are as much a factor of contemporary circumstances and individual
biography as they are of historical determinants

CONCLUSIONS

The evolution of native educational policy in the Canadian context represents the
stresses and strains which exist within the broader nation-state and the provisions of the
British North America Act (1867) which originally defined federal and provincial
Jurisdictions with regard to Indian administration. The integration of native culture
within the multicultural framework model of Canadian society has never been
accomplished. Native cultures therefore occupy an ambiguous and ill-defined role within
this broad framework. The Roms' position is similarly problematic as Czech citizens
with decidedly non-Czech culture.

The solutions for problems faced by Rom and Tsuu T'ina alike must arise from a
dialogue between officials of the state and the community. On a local level, solutions
must be found which are both school and community-based . In this regard, Indian
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comiunities are physically easier to access - they exist physically, they are visible and
identifiable, whether on the reserves or as cultural centres at universities or museums, or
as political headquarters. Rom communities are more difficult to find because they are
much more fluid in nature as well as fragmented There are no reserves as a physical
point of concentration, and even apartment blocks with large concentrations of Rom
families are not necessarily communities in the sense of the occupants getting together to
collaborate on some common purpose. A physical fixed site or structure that would
identify the core of a community in the active or activist sense of the word "community",
is not characteristic of the Roms in the Czech Republic. Building community around
smaller starting points such as the 0-grade classrooms may therefore be a practical
approach.

The fundamental basis of the politicization by minority groups around schooling has
been the ideology that cultural solutions may be found for education problems. The
corollary to this argument is that the removal of elements of culture have caused the
problem in the first place and that these elements can be restored through
self-governance in educational practice and policy. The rhetoric of this particular form of
ideology permeates all educational discourse and is integrally linked with the idea that
educational institutions represent a fundamental means for socializing children to the
norms and mores of their society or origin.

These premises are however naive ones. The experiences with education of minority
groups such as the Rom and the Tsuu T'ina illustrate that the school is but one method of
socialization (Liegle, 1990:225). The elements of both culture and history in determining
success may well be secondary to internal community dynamics which will create a new
ethos of education. In this regard we have found the Spindlers, conception of culture as a
dynamic process helpful.
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MULTIPLE INTELLIGENCES: IMPORTANCE FOR
TEACHER EDUCATION

DR CAROLYN H. BROWN
KING COLLEGE
USA

INTRODUCTION

We as practitioners are continually striving to improve the quality of teacher
education programs and to enhance teaching and learning effectiveness of all children.
One theory that has received considerable attention over the past decade is the
problematic applications of multiple intelligences theory in the classroom based on the
empirical studies and writings of Howard Gardner. Gardner, a Harvard University
psychologist and neuropsychologist by training, and his colleagues, Myra Krechevsky
and Thomas Hoerr founded the Harvard Project Zero through the Graduate School of
Education at Harvard. Krechevsky (1991) is Director of Project Spectrum at Harvard
Project Zero and Hoerr is Director of the New City School in St. Louis, Missouri. The
interest of educators in multiple intelligences has had a profound effect on Gardner and
his colleagues at their research group. There are now dozens, possibly hundreds, of
experiments underway in educational institutions all over the country and numerous
books and articles have been written on the implications and implementations of
multiple intelligences in the classroom.

Since the decade following the publication of Gardner's Frames of Mind: The Theory
of Multiple’s Intelligences (1983), numerous educators and specialists (Armstrong,
1994; Campbell, 1996; Chapman, 1993; and Lazear, 1991), have written extensively on
"the how of implementation" and making the transition from theory into practice in
addition to Gardner (1993) and Gardner and Hatch (1989). In a recent article Gardner
writes that "a silence of a decade's length is sometimes a good idea" and ~...was
unprepared for the large and mostly positive reaction to the theory among educators...the
commerce between theory and practice has been continuous and mostly productive"
(1995, p. 201, 202).

According to Chapman (1993) " There are many misconceptions about intelligence.
One misconception, disproven the modem research of of and Rand and others, is that all
intelligence is fixed. That misconception argues that individuals die with the same
intelligence with which they are born. Another one, disproven by modem research, is
that there is only one intelligence" (p. 1). Many scholars of intelligence have contributed
to the debunking of thesg¢ misconceptions as they have explored the inner frontiem of the
human brain (Feldman, 1984, Gardner, 1991a, 1991b; and Gardner and Hatch, 1988).
Campbell (1996) writes that it is important to "recognize the intelligence in our
mind/body systems, but also to realize that it is possible to create 'smart environments' in
which to live and ream. (p. xxi).

krechevsky, Hoerr, and Gardner (1995 in Oakes and Quartz) wrote that "the assertion
that all normal human beings possess at least seven separate intellectual potentials-only
two linguistic and local mathematicall ' of which are normally covered by the
psychological concept of intelligence apparently struck a responsive chord among
educators. (p. 166). The vociferous attack on short-answer standardized tests and the call
for assessment of the range of human intelligences--in an 'intelligence fair' way-- were




messages that many American educators were ready-even eager-to hear" (Krechevsky,
pp. 166, 167). Gardner and his colleagues hold that every individual possesses several
different and independent capacities for solving problems and creating problems.
according to Gardner, ..a human intellectual competence must entail a set of skills for
preblem solving- the individual to resolve genuine problems or difficulties that he or she
encounters and when appropriate, to create an effective product-and must also entail the
potential for finding or creating problems--thereby laying the groundwork for the
acquisition of new know edge...the ideal of what is valued will differ markedly,
sometimes even radically, across human cultures, within the creation of new products or
posing of new questions being of relatively little importance in some settings. (Gardner,
1983, pp. 60-61 61 in Chapman, 1993 pp. 1-2)

In the face of increasing cultural and emerging emerging on cognitive and
developmental psychology, educators more than ever need new ways of understanding
how children think. Siegler (1994) wrote on "pervasive variability. and stated that
“variability in chlidren's thinking exists at every level--not just between children of
different ages, or between different children of the same age, but also within an
individual solving a set of related problems" (p. 1). The work of (Chase and Ericsson,
1981; Ericsson, Krampe, and Tesch-Romer, 1993; and Straszewski, 1988) demonstrates
that "the human cognitive system is remarkably malleable with concentrated
practice...the data make it clear that in the course of overall increase in skill level,
significant variability in performance and in the specific strategies applied is the norm"
(Kuhn, 1995, p. 135). Utilization of the MI theory taps into this wide range of
variabilities in children's thinking and reaming.

Human intelligence encompasses a richly textured mental landscape which is easily
trivialized by IQ scores and then placing the infamous labels, as smart, average, or slow,
on those children. The multiple intelligences theory moves away from the traditional
mode of thought of "How Smart are you?" to "How are you smart?. (Gardner, 1983;
Gardner 1991; Gardner 1993a; and Gardner 1993b). In contrast to these all-too-common
ways of thinking about children, the theory of multiple intelligences provides a lens to
distinguish the diverse ways that children are able to solve important problems and
fashion valuable products. As a psychological theory, "the multiple intelligence
perspective does not in itself dictate a particular way to proceed. Rather as detailed in
Frames of Mind and many other publications, Ml theory is a claim abut the evolution of
the human mind/brain. (Krechevsky et al., p. 167). '

THEORITICAL BACKGROUND

It is of the utmost importance that we recognize and nurture all of the varied human
intelligences, and all of the combinations of intelligences. We are ah so different largely
because we all have different combinations of intelligences. If we recognize this, I think
we will have at least a better chance of dealing appropriately with the many problems
that we face in the world. (Gardner, 1987).

In 1904, Alfred Binet, a French psychologist, and a group of his collegues, were
asked by the French Minister of Public Education to develop a means of determining
which primary grade students were "at risk" for school failure so these students could
receive remedial attention. Qut of their efforts came the first intelligence tests and
several years later, those intelligence tests were imported to the United States
(Armstrong, 1994. p. 1). Testing became widespread and the notion that something
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called “intelligence" was born, existed, and could be measured by a single score, namely
the IQ score. :

Some eighty years later, Gardner (1983) questioned the validity of determining an
individual's intelligence through the practice of asking him to take tests or perform
isolated tasks he's never done before. Gardner suggested that intelligence has more to do
with the capacity for solving problems and fashioning products in a context-rich and
naturalist setting. In a 1996 video presentation (Denozzi), MI: Intelligence
Understanding. and the Mind Gardner defines intelligence as "not having anything to do
with tests but rather as the ability to solve problems, or to make things which are valued
in at least one culture" In this video, Gardner introduces the newest inteiligence called
Naturalist Intelligence and cites Darwin as an example of an individual who
demonstrated this intelligence. _

The writings of Vygotsky support the theory of biological intelligence or the "givens'
within his theoretical framework (Vygotsky 1978, pp. 37,39, 46 in Martin, Nelson,
Tobach, editors, 1995 p. 49). However, he saw the 'givens' as elementary behavior that
has evolved (biological evolutions) and that the higher mediated levels are culturally
derived (human history) (pp. 45-49). Vygotsky's theories support Gardner's definition of
intelligence of some value to culture and having cultural relevance. Ragoff,
Radziszewska, and Masiello state that the "sociocultural approach inspired by Vygotsky
and Leont'ey provide many sociocultural scholars with the common language and
perspective, particularly in the concept of "activity' and the importance of integrating
levels of analysis (1995, in Martin, Nelson, and Tobach, pp. 126-126). The works of G.
H. Mead and of Dewey also contributed to the sociolcultural approach and of more
recent writings from sociology, psychology and anthropology (Martin, pp. 126-1273.

Even in the wake of the Cognitive Revolution, me old view of the mind still
underscores many dominant theories about intelligence. In the recent publication of the
book The Bell Curve, Hermstein and Murray (1994), capture the traditional view of
intelligence as a single thing that we're born with it. Gardner, who disagrees with this
controversial book, reiterates that the theory that there isn't much we can do about it and
that psychologists can tell you how smart you are, still pervades modern thinking.

THEORITICAL BASIS FOR MI THEORY

To provide a sound theoretical foundation for his claims, Gardner set up certain basic
tests that each intelligence had to meet to be considered a full- fledged intelligence and

not simply a talent, Skill or aptitude. The criteria he used include the following eight
factors:

1. Potential isolation by Brain Damage. Gandner argues for the existence of seven
relatively autonomous brain systems--a more sophisticated and updated version of
the right-brain/left-brain model that was popular in the 1 970's. This factor
determines for example, that a person might have a substantial portion of his
linguistic intelligence damaged, and thus experience great difficulty speaking,
reading, or writing yet might be able to sing, do math, or dance.

2. The Existence of Savants, Prodigies, and Other Exceptional individuals:- Single

intelligences may operate at very high levels in some individuals, such as savants,
and in those same individuals, function very low in other intelligences.
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3. A Distinctive Developmental History and a Definable Set of Expert "End-State"
Performances: intelligences are galvanized by participation in some kind of
culturally valued activity and the individual's growth in such an activity follows a
development al pattern Each intelligence-based activity has its own developmental
trajectory. For example, musical composition arrives very early; higher mathematical
expertise arrives later and declines after age forty, and linguistic intelligence often
appears after the age of fifty and even older.

4. An Evolutionary History and Evolutionary Plausibility Gardner concludes that
each of the seven intelligences meet the test of having its roots deeply embedded in
the evolution of human beings, and even earlier, in the evolution of other species For
example, spatial intelligence can be studied in cave drawings and musical
intelligence can be traced back to archeological evidence. Ml theory also has a
historical contest. Certain intelligences seem to have been more important in earlier
times than they are today. Bodily-kinesthetic was valued more a hundred years ago in
the United States than today as it was necessary for man to hum, harvest grain, and
build homes for survival.

5.Support from Psychometric Findings: Standardized measures of human ability
provide the "test" that most theories of intelligence use to ascertain the validity of a
model. Examining many of the existing standardized tests provides support for the
theory of multiple intelligences. For example, the Wechsler intelligence Scale for
Children includes sub tests that require linguistic intelligence, logical-mathematical
intelligence, and others.

6. Support from Experimental Psychological Tasks: Gardner that by looking at
specific psychological studies, we can witness intelligences working in isolatio from
one another in studies of cognitive abilities such as memory, perception, or attention,
individuals possess selective abilities. Individuals may have a superior memory for
words but not for faces. People can demonstrate different levels of proficiency across
the seven intelligences in each cognitive area.

7. An identifiable Core Operation or Set of Operations: Each intelligence has a set
of core operations that serve to drive the various activities indigenous to that
intelligence. In musical intelligence. those components may include sensitivity to
pitch or the ability to discriminate among various rhythmic structures

8. Susceptibility to Encoding in a Symbol System: One of the best indicators of
intelligence behavior is the capacity of human beings to use symbols. Each of the
seven intelligences meets the criterion of being able to be symbolized. (Gardner,
1983).

Project Spectrum began in 1984 as an attempt to investigate whether distinctive
intellectual profiles could be identified in children as young as three or four years of age.
At issue was whether one could create materials that could elicit children 's intellectual
strengths. and if so, could the resulting profiles provide support for the claims of Ml
theory if it turns out that significant differences can be discerned at the time of the first
formal schooling educators are accordingly challenged to create approaches and milieus
which are sensitive to the differences between a child who exhibits a standard
"scholastic" profile and a child who is strong In music, spatial or personal intelligence=
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(Krechevsky et al, p. 170). Based on Gardner's theory and the work of psychologist
David Feldman (1994) on development in nonuniversal domains the research team
created a set of fifteen assessment activities in seven domains that drew on a variety of
intelligences that are valued by our society (Krechevsky et al., pp. 170-171). The seven
intelligences are defined below:

THE SEVEN INTELLIGENCES DESCRIBED

* LINGUISTIC INTELLIGENCE: The capacity to use words effectively, whether
orally (e.g., as a storyteller, orator, or politician, or in writing (e.g., as a poet,
playwright, editor, or journalist). This intelligence includes the ability to manipulate
the syntax or structure of language. the phonology or sounds of language, semantics
or meanings of language. and the practical uses of language,

* LOGICAL-MATHEMATICAL INTELLIGENCE: The capacity to use numbers
effectively (e 9, as a mathematician. tax accountant, or statistician, and to reason well
(e.g., as a scientist. computer programmer, or logician). This intelligence includes
sensitivity to logical patterns and relationships

¢ SPATIAL INTELLIGENCE: The ability to perceive the visual-spatial world
accurately (e.g. a hunter. scout, or guide) and to perform transformations upon those
perceptions (e.g, as an interior decorator. architect, artist, or inventor) This
intelligence includes sensitivity to color line, shape, form space, and the relationships
that exist between these elements.

* BODILY-KINESTHETIC INTELLIGENCE: Expertise in using one's whole body
to express ideas and feelings (e.g., as an actor, a mime, an athlete, ora dancer) and
facility in using one's hands to produce or transform things (e.g., a craftsperson,
sculptor, mechanic, or surgeon) This intelligence includes special skills, such as,
coordination, balance, dexterity. strength, flexibility, and speed

¢ MUSICAL INTELLIGENCE The capacity to perceive (e 9., as a music aficionado)
discriminate (e.g., as a music critic), transform (e.g., asa composer), and express,
(e.8, as a performer), musical forms This intelligence includes sensitivity to the
rhythm, pitch. timbre, or tons color of a musical piece

¢ INTERPERSONAL INTELLIGENCE: The ability to perceive and make
distinctions in the moods, intentions, motivations, and feelings of other people This
can include sensitivity to facial expressions, voice, and gestures; the capacity for
discriminating among many different kinds of interpersonal cues and respond
effectively (e.g., to influence a group of people to follow a certain line of action)

¢ INTRAPERSONAL INTELLIGENCE: Self-know/edge and the ability to act
adaptively on the basis of that knowledge This intelligence includes having an
accurate picture of onessclf (one s strengths and limitations); awareness of inner
moods, intentions, motivations, temperaments. and desires and the capacity for
self-discipline, self-understanding. and self-esteem (Gardner 1983).

&
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IMPLICATIONS FOR TEACHER EDUCATION

Around the country over the past decade, schools have incorporated multiple
intelligences into their programs. Multiple intelligence theory is not a fixed program and
Gardner has expresssd a wish not to personally supervise a burgeoning
multiple-intelligence empire so may approaches have been developed and implemented
in schools. Ml theory is more accurately described as a philosophy of education and
attitude toward leaming. Therefore, it offers educators and those of US in teacher
education, a broad opportunity to creatively adapt its fundamental principles to any
number of educational settings. It has particular implications as a supplemental text or
approach to be taught for teachers in training of schools of education and as a resource
for teachers looking for new ideas to enhance their teaching experiences.

There are basic points of the Ml theory that carry relevance in the preparation of
teachers for our future children. The first important point is that each person possesses
all sever intelligences. Ml theory is not a 'type theory for determining the one
intelligence that fits (Armstrong p. 11). it is a theory of cognitive functioning, and it
proposes that each person has capacities in all seven intelligences (Gardner 1983,
Gardner 1987; and Armstrong 1994).

Secondly, most people can develop each intelligence to an adequate level of
competence. It is the role of the classroom teacher to assist and guide children in the
development of those competencies. Thirdly no one intelligence exists by itself in life as
intelligences are always interacting and are intertwined (development of the whole
child). And lastly, there are many ways to be intelligent within each category Ml theory
emphasizes the rich diversity of ways in which people show their gifts within
intelligences as well as between intelligences The issue of diversity (cultural and
ethnicity) is paramount in the training of teachers of today in teaching children ranging
from those who are mentally or physically challenged to children identified as gifted by
current Federal criteria it is especially important that students encountering an
intelligence in the early stages experience a classroom that facilitates the development of
the various intelligences Such a classroom is rich with posters bulletin boards, learning
centers, activities, and lessons that promote development in all areas.

MULTIPLE INTELLIGENCE TEACHING METHODS

There are a number of teaching tools in multiple intelligence theory that go beyond
the traditional teacher-as-lecturer mode of instruction. There are a number of means
teachers may choose to enrich their teaching within the single classroom. Some of these
include (1 ) promoting a vartety of intelligences, (2) restructuting lessons and units to
target different intelligences, (3) integrating the curriculun around the multiple
intelligences, (4) responding to individual needs. and (5) making holistic,
leaner-centered outcomes. The following chart provides a summary of MI teaching

methods and strategies that can be used by the classroom teacher according to the seven
intelligences:
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Multiple Intelligences Teaching Tools

VRBAVLINGUISTIC LOGICAL /MATHMATICAL  VISUAL / SPATIAL
Rading Abstract Symbols Guided Imagery
Vocabulary Qutlining Active Imagination
Formal Speech Graphic Organizers Color Schemes
Journal/Diary keeping Number Sequences Patterns / Designs
Creative Writing Calculation Painting

Poetry Deciphering Codes Drawing

Verbal Debate Forcing Relathionships Mind-Mapping
Impromptu Speaking Syllogisms . Pretending
Humor / Jokes - Problem Sloving Sculpture
Storytelling Pattern Games Pictures
BODILY/KINESTHETIC

Folk / Creative Dance

Role Playing

Physical Gestures

Drama

Martial Arts

Body Language

Physical Exercise

Mime

Inventing

Sports Games

MUSICAL / RHYTHMIC INTERPERSONAL

Phythmic Patterns Giving Feedback

Vocal Sounds / Tones

Intuiting Others’ Feelings

Music Composition / Creation ~ Cooperative Learning
Percussion Vibrations Person-to-Person Talks
Humming Empathy Practices
Enviornmental Sounds Division of Labor
Instrumental Sounds Collaboration Skills
Singing Receiving Feedback
Tonal Patterns Sensing Others

Mausic Performance Group Projects

Note: The following three pages outline the data results of a research project recently completed
in two middle schools. General trends that appeared are presented on the following two charts
Students completed an adapted short-form version of a questionnaire by Gardner and Sternberg
The actual survey utilized is included along with a chart for self-assessment.

PROJECT OVERVIEW

IMPLEMENTING MULTIPLE INTELLIGENCE "IN THE MIDDLE SCHOOL
CURRICULUM

e Surveyed sample of students from two middle schools
e Collected additional information (Iowa Test of Basis Skills and Classroom
Achievement) :

e Tallied scores by location, sex, and grade level
* Reviewed trends, (sex, location, grade level, and classroom achievement)
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o Reviewed correlation to ITBS achievement

SURVEY POPULATION
MIS#1 87 students MIS # 2 48 students TOTAL 135 Students
28 6th grade 48 7th grade 28 6th grade
20 7th grade 23 male 68 7th grade
39 8th grade 25 female 39 8th grade
35 male 58 male
52 female 77 femal'
Overview of Results
General Trends
General Trends (s)
VERBAL o Females moe verbal than males
INTELLIGENCE e Large jump in verbal score from 6™ to 7™ grade.
o Larger decline from 7" to 8%.
MATH o Males more mathematical than females.
INTELLIGENCE e Large jump in math score from 6™ to 7" grade.
e Larger decline from 7" to 8™
VISUAL e Visual generally lowest area.
INTELLIGENCE e Males slightly more visual.
e Large jump in 7% grade.
e Decline in 8" grade.
KINESTHETIC o Males more kinesthetic.
INTELLIGENCE o 7" grade highest score.
o 8" orade lowest score.
MUSICAL o Musical highest area.
INTELLIGENCE e Increase from 6™ to 8% grade (steady)
® Females more musical than males.
Overview of Results
General Trends (cont.)
General Trends (s)
INTRAPESONAL o 7" grade most intrapersonal
INTELLIGENCE e Males and females even.
o Large drop into 8" grade.
INTERPERSONAL o 7™ grade most interpersonal.
INTELLIGENCE e 6" and 8™ even.
o Females slightly higher than males.
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Implementing Multiple Intellegences in the Middle School Curriculum

Intra-personal

N

Inter-Personal

Lingu'istic

7 Intelligences

bodily/Kinesthetic

S

Musical

Spatial

Logical / Mathematical
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Letter Area Questions
A Verbal/Linguistic 9,10,17, 22, 30
B Mathematical 5,7,157 20, 25
C Visual/Spatial 1, 11, 14, 23, 27
D Kinesthetic 8,16, 19, 21, 29
E Musical 3,4,13,24,28
F Intrapersonal 2,6, 26, 31, 33
G Interpersonal 12, 18, 32, 34, 35
HOW ARE YOU SMART?

(Adapted from Stemberg and Gardner)

Read each statement carefully and if it sounds true for the most part, mark a ‘T" for true. If it
doesn't, mark ‘F" for false. If the statement is sometimes true, sometimes false, leave it blank.

1.---<==---- I'd rather draw a map than give someone verbal directions.

P If I am angry or happy, I usually know exactly why.

3. I can play (or used to play) a musical instrument.

4.----—---- I can associate music with my moods.

5.=====---- I can add or multiply quickly in my head.

R I can help a friend sort out strong feelings, because I have successfully dealt
with similar feelings myself.

7 —ememeenee I like to work with calculators and computers.

8.ooemmeeeme I pick up new dance steps easily.

R . It's easy for me to say what I think in an argument or debate.

10.---—----- I enjoy a good lecture, speech, or sermon.

11.eemnneer I always know north from south no matter where I am.

12.---—----- T like to gather together groups of people for parties or special events.

13.---------- Life seems empty without music.

14, --ceeeeeee I understand the drawings that come with new gadgets/apphances

15.--o—eom- I like to work puzzles and play games.

16,--===c--- Learning to ride a bike (or roller blade/skate) was easy for me.

17.-======--- | am irritated when I hear an argument or statement that sounds illogical

18.--===----- I can convince people to follow my plans.

19, -—-—eemo- My sense of balance and coordination is good

20.--------- I often see patterns and relationships between numbers faster and easier than
others.

2] .cmemmeeeee I enjoy building models (or sculpting).

22, eemmeeeee I'm good at finding the fine points of word meanings.

23, --emmeee -- I can look at an object one way and see it turned sideways or backwards just
as easily.

24.---------- | often connect a piece of music with some event in my life.

25. =-----—- I like to work with numbers and figures.

26 —--=m-mem- I like to sit quietly and reflect on my inner feelings.

27 .-m-eemee- Just looking at shapes of buildings and structures is pleasurable to me.

28 --mmmeeeem I like to hum, whistle, and sing in the shower or when I'm alone.

29,--ommeeme I'm good at athletics.

30.---=---- I enjoy writing detailed letters to friends.

K R I'm usually aware of the expression on my face.

32 e I'm sensitive to the expressions on other people's faces.
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33 ememenee I stay in touch with my moods and have no trouble identifying them.

KT I am sensitive to the moods of others.
35.eemmemeee I have a good sense of what others think of me.
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TEACHERS AS LISTENERS

Jean Marie Choate
Northern Michigan University
USA

In today’s world, students, even more than perhaps at any other time, need teachers
who will listen to them. This fact was brought home very forcefully to me this summer
when I served as a counselor at a summer camp for a week. I taught a class each day,
went swimming, hiking, and boating with my campers who ranged in age from 13 to 18,
and most importantly, I slept in the same cabin with them each night. It was through
this week-long 24 hours a day association with them that I got to know them at least a
little. I was amazed at the problems these 12 young women from middle class homes in
rural United States were facing. Three came from homes which had been wracked by
divorce. One of the young women had been secularly abused and another, a fifteen
year-old, was pregnant. They need and responded to a caring adult who would listen.

As 1 returned home from my camping experience and began to plan for yet another
year of college teaching, my mind turned to planning for my Social Studies Methods
Class which I teach each fall. In addition to teaching several United States History
classes each year, Ialso teach this class to seniors who are about to embark on student
teaching. It is their last year before graduation and entering the job market as young
teachers. Although I have always encouraged my young student teachers to be interested

in their students, now I wanted to make listening a definite part of their training. '

How could I pan a course of study which would train and encourage young student
teacher s to be better listeners? 1 wrote several parts of my program into the class
syllabus. We would have a trained speaker who conducted workshops throughout the
community on listening. We would invite students from the local high schools to come
to class and voice their concemns. I had attended a workshop on multiple intelligences
and could incorporate Howard Gardner’s theories into discussing the various learning
styles which students have and how teachers could use these theories to understand and
teach their students.

Part of my university’s requirements for the methods courses is 14 hours of
observation in the local schools and 1 hour of teaching. We could use those observation
and teaching hours to encourage the young student teachers to begin talking with and
listening to their students.

We could practice different ways of asking questions in class and then also discuss
how teachers could use students’ responses to build better lessons.

As we discussed and practiced various discipline techniques, we could also
incorporate the principle that good listening often forestalls discipline problems. Or it
can be used as one of the means of dealing with them.

It is surprising that educational journals carry articles about teaching listening skills for teachers of

clementary students but not for teachers of secondary. students. See: Rebecca Brent and Oatricia
Anderson, “Developing Children’s Classroom Listening Strategies” The Reading Teacher, Vol. 47. N2,
October 1993. Pp. 122-126. Lisa Siemens, “Does Jesus Have Aunties” and “who Planned It AllI?
Learning to Listen for “Big” Questions. Z” Language Arls, Vol. 71, n 5. September 1994. Pp. 358-361. A
notable exception to this rule is Maureen Barbieri’s Sounds from the Heart, Learning to Listemto Girls,
Portsmouth NH: Heinemann, 1955.
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As their teacher, I could try to model good listening techniques. I would be available
for questions and concerns before and after class and in office hours. I also instituted the
practice of having the students write a “Letter to the Teacher” after our weekly three
hours and fifteen minute classes. They would write their comments and then I would
answer them. This proved to be an important listening device.

On the first week of class, my students and I got acquainted. We each told a little
about oursclves. As one students commented, “It made it easier to talk when we all

knew something about each other”.? We also read and discussed an article concerning a
study which indicated that students who had some educational methods classes before
they began teaching were better prepared to teach.?

The second week, our speaker came and led us in approximately an hour’s worth of
exercises in listening. Here is what the students said about the presentation. I enjoyed
the listening stuff”, “I thought that the listening workshop was very interesting and I
think will be helpful in the future”. “ I really enjoyed the guest speaker (who) taught me
a few things I didn’t realize about listening.” “The listening workshop.. showed me some
good skills that I had never known / realized. I think the listening skills will help me as a
teacher. “ “I enjoyed Mrs. Beukema’s talk although some of the exercises were hokey.
The exercises did help to drive the point home”. I found that I have to work on my

listening skills and her being here made me realize that”.*

On our next class meeting, we were visited by Lonnie, a young high school student.
She told us something about herself and then we had nearly an hour long question and
answer session. She told us the things she liked about school and the things she disliked.
She discussed her goals and concerns. The college students had many questions for her.
She also had an important question for them. She wanted to know why they wanted to
be teachers. She said, “If you are thinking about teaching, you should think about why

_you want to be a teacher. “ My students were quiet for a time following her question.
' They were not prepared at that time to actually put their reasons for choosing teaching as
a vocation into words before their peers and the searching eyes of a young student.

At the’end of class, the students wrote their comments concerning Lonnie’s visit.
Students wrote: “I thought tonight’s discussion with Loni was very worthwhile”, To get
a view of a high school student helps me for the future and gives me ideas for the
future.” “It was really helpful to get the input of a high school student.” “It was really
helpful to get the input of a high school student” “I thought it was very interesting to
have the high school student in our classroom. It gave me some insight on what high
school students think about social studies and high school in particular. Hopefully I can
use some of her insight in my classroom to be a more effective teacher.” “ I also like the
discussion with the high school student. I believe it was very rewarding to hear her
points of interest.” “It was very informative to have Lonnie come to class”. “ The high
school student provided some valuable insights into what she perceived a teacher should
be.” “She seemed very honest and helpful. Maybe I will try to set up an individual
meeting with a student after I do a lesson while observing.” “I thought the question
answer period with the high school student provided valuable insight and was beneficial

Student Responses, “Letter to the Teacher” /aygyst 26, 1996.

“Research, A Study in Contrast: Sources of Pedagogical Content Knowledge for Secondary English.”
Joumal of Teacher Education Septbember - October 1989, pp. 24-31.

Student Responses, “Letter to the Teacher”, September 16, 1996.
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to the whole class. It was interesting to hear a student talk honestly & open about
school, students, and problems at the high school.” 5

In the discussion after the student left, one of the college students remarked that he
was surprised that a high school student could be so intelligent and express herself so

well.  One student wrote that he was “greatly impressed by her and told her so” ¢ As for

Lonnie, when Ithanked her for coming, she said that she really enjoyed it. It was fun
having someone listen to her.

In addition to inviting a student to class, at our next class meeting, I showed a video
tape recording made recently by the students in a small rural high school near the
university.  In the video are pictures of their school and the area around the school, and
about six student interviews concerning their lives as students, how they feel about
school and their hopes and dreams for the future. Again, the college students were
introduced to various ways of listening and the kinds of things a good listener might
learn about his/her students.

During this last summer, Ialso attended a workshop presented at Phi Dellta Kappa
headquarters in Bloomington, Indiana on Howard Garner;s multiple intelligences
theory. Carolyn Chapman, the teacher at the workshop introduced us to the theory of
multiple intelligences, ie. that students learn in a variety of ways such as hearing,
seeing, etc. And that there may be seven or more different kinds of intelligence:
verbal/linguistic, musical  rhythmic, logical/mathematical,  bisual/spatial,

bodily/kinesthetic, intrapersonal, and interpersonal. ’

Ms. Chapman also divided the class into groups and required each group to make
some kind of presentation concerning one of the intelligneces. As I remember, my
group was supposed to do something relating to bodily / kinesthetic and so we pretended
to be playing basketball. .

I used a similar idea with my college class and each group presented a different
intelligence in a variety of ways. Interestingly, the group that was supposed to be
presenting the idea of verbal/linguistic intelligence, involved the class in a listening
game. It'was fun but also a vivid way to learn the multiple intelligences theory.

As part of the class requirements set by the university, each student was required to
do 14 hours of observing in local junior or senior high school class. Many times the
students had particular assignments associated with their observations. For example,
one week I asked them to record the rules of the class room; on another week they were
to report on how a teacher handled discipline problems.

Each time the class met, we would go around the class room and all of the students
would tell about what they had observed during the preceding week. Since there were
seventeen students in the class and most of them visited different classrooms and saw
different teachers in action, there were a great variety of experiences related. Some told
of exciting, stimulating classes, others told of dry “boring” ones. They related how
some teachers used current events and others used “Yellow paged notes”. The fall 1996
presidential election provided some teachers and students with meaningful activities, but

Student Responses, “Letter 1o the Teacher,” September 16, 1996.

Ibid.

Carolyn Chapman and Lynn Freeman, Multiple Intelligneces Centers and Projects IRI / Skylight Training
and Publising, Inc. Arlington Heights, Illionois, 1996.P. 5.
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not all. One student told about watching a teacher deal with cheating on a test. Others
saw teachers who lost self control and yelled at their students.

Student’s comments included: “I really enjoyed listening to everybody’s stories
about observing. I picked up a lot of information and ideas by just listening to the other
students’ experiences”. “I enjoyed hearing about the other students’ experiences
observing.” “ The sharing we do in the beginning was great.” “I enjoyed hearing about
everyones observation experiences and what they learned from it.” “It is helpful and
encouraging to hear that my fellow students are observing and experiencing the same
things as I am in their observation. Everyone was very excited about being in the

classroom.“ Not only were the students learning from their experiences but they were
also practicing listening.®

One of the observation sessions consisted of students relating their experiences
talking with individual students in the junior and senior high classes they were
observing. Student teachers and high school students had talked about sports and
hobbies they enjoyed. Some students opened up and talked about the problems in their
lives: pregnancy, jail, boredom with school. Some of the high school students shared
their dreams with the young students teachers - dreams of going on to college or of
getting a good job. And the high school and junior high school students asked the

student teachers questions such as "Why are you here"? Why do you want to be a
teacher?”.

As we continued in our weekly class meetings, we began to discuss the important
matter of different types of questions teachers should use in their classes. We studied

different kinds of questions: cognitive, convergent, divergent, and evaluative’.

Then I asked the class to plan small lessons to be presented in class using a visual aid
and asking the class the four different kinds of questions. They were graded on their
plans and their presentation of their lessons which included listening and responding to
the answers they received. The lessons were video taped and students passed the tapes
around among members of the class so that they all had the opportunity to see and hear
themselves.

Listening as a way of promoting good class attitudes and forestalling class troubles
was also discussed.

Another way I worked to present listening as an important part of teaching was in
modeling it in my own behavior. I came early to class and stayed after class so that
students ho wanted to discuss their concerns with me had ample opportunity to do so.
My class syllabus listed my office hours and students often dropped in to see my in my
office.

The “Letter to the Teacher” also provided an important avenue for me to hear and
respond to my students’ concerns. A student wrote me, “I am very nervous about the
practice involved in this class. I know I want to teach, but I am terrified of actually
starting.” A week later she wrote, “I feel a lot more calm & assured bout this course and
continuing now... I feel a lot better now - must’'ve been 1 week jitters!” Another
student wrote about the day’s class: “This served as a “reality check” to remind (us) of
how close we are to teaching.” In voicing his concerns about discipline another student
wrote.” The discipline sessions were interesting, especially being somewhat impromptu.

*Student Responses, ”Letter to the Teacher“, September - December, 1996.

S’James L. Barth, Methods of Instruction, Social Studies Education, Third Edition. University Press of
America, Lanham, Mary Land. 1990. Pp, 111-121.
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We’ll  see if what we practiced will really work ... considering the situation I’m going
into next semester, all the discipline info will be helpful.”!°

As students wrote their comments about the class, I tried to listen and respond to
their concerns. To the student who voiced his concern about discipline I replied, “All of
the students in this class, either in student teaching or their first year of teaching will
need to know as much as possible about discipline”.

In another letter, astudent commented, “It was very hard to try to come up with the
lesson plan from scratch. It goes to show us all how we need to be prepared before we
enter the classroom”. I replied, “If the lesson taught you the need to be prepared before
class and to make careful lesson plans, then you learned something really important.”

Sometimes the student -asked questions about something they were concerned about
in the class. One student wrote me in the first weeks of class that he was unsure of
where he would be observing. I did not want to assign particular students to particular
classes, but I certainly wanted their observations to be successful. So, I visited the
surrounding schools asking teacher if they were willing to be observed and then let a
student teach for an hour. I also asked what time their classes met. I then put together a
list of about 18 teachers who were willing to have observers and practice teachers in
their classes. I typed out the list giving names, hours, type of class and schools. For
many of the students who were unfamiliar with our local schools, I also unclouded
directions. Then in class, the students looked over the list and chose the teacher they
would like to observe. These choices were recorded and thus no teacher would be
visited by a whole bunch of eager observers at the same hour.

Later in the semester, after the students had observed for 14 hours, they taught for
an hour. I observed their first efforts. In may cases, their first classes went well. In a
few, their first attempts were less successful. After each class session I would sit down
with the student teacher and discuss their teaching experience. Hopefully, I modeled
good listening practices. -

As the semester drew to a close, I could look back on the first efforts of the students
planning to be teachers. I could see the ways they had grown. They had learned more
about planing, both for individual lessons and for a year. They had experience
speaking before their peers and before a classroom of junior or senior high school
students. They had practiced a variety of methods of teaching. And they had also
learned about and practiced a very important part of teaching, the art of listening. I
think they will be better teachers because of it.

° Student Responses, “Letter to the Teacher,” September December, 1996.
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MULTICULTURAL EDUCATION:
AN INNOVATIVE APPROACH TO TEACHER EDUCATION

Anne Richardson Gaylos Felton
Florida A & M University
USA

I am, indeed, happy to be in attendance at the Forty-Third World Assembly of the
International Council on Education for Teaching, and I am honored to have been invited
to be one of the speakers for the Assembly, with the opportunity to share in the
educational and professional dialogue pertaining to the very exciting, challenging,
relevant, and timely theine, "Teacher Education and School Reform".

Teacher Education, in a global interdependent society, is our future greatest
Challenge To produce the kind of teaching needed for the twenty-first century calls for a
massive reform of the total educative process; and a radical reconstruction of teacher
education if it is to meet the challenge and solve the complex problems imposed upon it
by our diverse, complex, dynamic, progressive and interdependent world.

The restructuring of teacher education which I am proposing in this paper is based
upon the broad concepts of multiculturalism, human rights global an intergroup up
relations human rights global and intergroup relation, T The theoretical design will
embrace a human rights-based multicultural curriculum with a marked global
dimension, multicultural imperatives and democratic, pluralistic perspectives within a
framework of cultural diversity to be reflected at all level, and in every aspect of the
academic hierarchy.

The guidelines to be followed in the reform process will be based upon the following
objectives:

1. To develop a sense of social responsibility and solidarity with less privileged groups
2. To lead to the observance of principles of equality in everyday conduct.
3. To foster the ability to communicate with others.

4. To develop a critical understanding of problems at the national and international level.

5. To encourage children to understand and explain facts, opinions and ideas

6. To encourage children to work in a group, accept and participate in free discussions,
and to bas value judgments and decisions on rational analysis of relevant facts and
factors.

7. To promote an increased international dimension and a global perspective in
education at all levels and in all its forms.

8. To promote an increased understanding and respect for all peoples their cultures,

Civilizations, Values and ways of life, including domestic ethnic cultures and
cultures of the nations.
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9. To promote an increased awareness of the increasing global ion between people and
nations.

10. To promote an increased awareness, not only of the rights, but also of the duties
incumbent upon individuals, social groups and nations towards each other. (United
Nations Education, Scientific and Cultural Organization, 1974.)

Among American educators today, there is a growing consciousness that
revolutionary action needs to be taken to make school experiences meaningful for
students whose racial, social, religious, and cultural backgrounds differ from those of
so-called mainstream students. This revolutionary action must be directed toward
teacher training teachers needed for a culturally diverse society.

Educating teachers to perform successfully in a multicultural society is truly a
professional to teacher educators. The implementation of a functional multicultural
teacher education program is the most demanding obligation in teacher education. The
imperative in teacher education is to help the prospective teachers to acquired the skills,
competencies, and understandings they need to function as effective teachers of
multicultural children. It is clear that prospective teachers must become aware of the
cultural pluralism of American society. It is equally clear that public education must
provide an opportunity for all pupils to prepare themselves to live
effectively in such a society.

Teacher education personnel must face the fact that American teachers of today work
within a multicultural society--a society ofmany diverse cultural groups. They must
wholeheartedly accept the challenge and responsibility for preparing competent teachers
for multicultural classrooms. To accept the challenge calls for a plan of action which
would involve the designing of a multicultural teacher education program in terms of the
realities of a democratic and culturally pluralistic society. This requires a teacher
education program which will enable all prospective teachers to:

1. Understand their own and their pupils' environments and cultures.

2. Understand their own and their pupils' anxieties, insecurities, attitudes, and
prejudices.

3. Develop teaching skills consistent with the accepted purposes of education for a
multicultural society. (Christian Faltis, 1993)

A teacher education program has a social, moral and academic responsibility to
train teachers for diverse ethnic groups.
Prospective teachers must become aware of the fact that the American society is
characterized by cultural diversity and ethnicity; and that an emerging role of the school
is to fulfill the growing demand for equity of opportunity and acceptance of all cultural
groups.

Schools have not only been strongly urged to facilitate equality, desegregation and
participation, but have required to serve as instruments for their realization. Yet
polarization of diverse cultural groups within communities has intensified and our
schools, in many instances, have become centers of confrontation. This volatile state of
affairs uncovers the need for a multicultural approach to designing teacher education
programs so as to equip prospective teachers with the proper knowledges and attitudes
pertaining to:
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1. The cultural heritage of ethnic groups.

2. The lifestyle of the culturally different and the relationship of that lifestyle to
learning and adjusting into the large, society.

3. Human relation skills which are needed to cope with animosity that often exists
among majority and minority groups in the larger society.

4. Compensatory education for the culturally deprived. (Donna Gollnick and Philip
C. Chinn 1994)

The purpose of this presentation is to present a working model of how to develop a
viable Multicultural Teacher Education Program. The specific objectives are: to provide
Knowledge and techniques for developing and operating a functioning multicultural
teacher education program; and to describe and encourage exemplary practice related to
teacher education and multiculturalism. I am recommending multicultural education as
the vehicle to be used reforming teacher education so that teachers may be maximally
prepared to teach students of the 21st century who will be increasingly A multicultural
pluralistic teacher education program is needed for a multicultural population.

The presentation relates to the general theme of the conference which focuses upon
school reform in that it deals with a reform movement in teacher education. It
specifically relates to the topic: "Enhancing Values in School Reform" as it concerns
itself with multiculturalism and the development of democratic pedagogy for
administering teacher education, with the ultimate goal of enhancing teaching and
learning effectiveness to the degree that people will acquire those Knowledges, personal
and social skills, values and attitudes that will help them function effectively in a society
of diverse cultural groups.

The information being presented pertaining to multicultural education as an
innovative approach to improving teacher education has been derived from many
sources, namely:

1. A review of the philosophical and research literature in the area of
multiculturalisin;

2. Areview of the literature in the area of improving teacher education prograins.

3. The author's academic training in teacher education/higher teacher education and
the area of multicultural education.

4. The author's philosophical writings and research efforts in the area of improving
the quality of learning for teacher education students; upgrading teaching effectiv;
and in the area of multiculturalism.

5. The author's active participation in local, regional, national, and international
conferences focusing upon quality education and multicultural education.

6. The author's experiences as a teacher educator for forty-nine years -- serving in
such robs as nursery school teacher, elementary school teacher, high school social
studies teacher, and administrator in both public and private school settings,
university professor in secondary education at the undergraduate and graduate
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levels, college supervisor of student teaching, director of student teaching,
coordinator of curriculum in the college of education, head of the department of
secondary education for twenty years, and presently serving as full-time graduate
professor in the area of multicultural education, secondary education, and
curriculum and instruction at Florida A & M University.

Multicultural education, with its focus upon cultural diversity and cultural pluralism,
has been defined in many different ways in an attempt to bring clarity to the meaning of
the concept. A few of the most common and accepted definitions of multicultural
education, cultural pluralism and cultural diversity are cited to describe the dimensions
of the concept. The ones selected imply the essence of multicultural education as a
perspective that focus upon: '

1. The teaching of values which support cultural diversity (Amela C. Ownby and
Heidi R. Perreault, 1994).

2. The encouragement of the qualitative expansion of existing ethnic cultures and
their incorporation into the mainstream of socioeconomic and political life (Edwina
B. Vold, 1995).

3. The support of explorations in alternative and emerging lifestyles Alan Singer,
1994).

4. The encouragement of multiculturalism, multilingualism and multidiaectisim
(Michael Williams 1955).

5. Culture, race, sexuality and gender ethnicity, religion, socioeconomic status and
exceptionalities in the educational process (James A. Banks, 1994)

6. The leamers as individuals characterized by a unique combination of abilities and
instructional needs which require the creation of instructional environments
genuinely sensitive to many kinds of cultural diversity (Geneva Gay, 1993).

7. Sirong emphasis on academic achievements as well as social and personal
development (Pamela Tiedt and Iris Tiedt, 1 1995)

Leading theorists Cordell Wynn, Asa Hillard, Allen Sullivan, and William Hunter
have described multicultural education as a multidisciplinary, educational process that
provides multiple learning environments to match the academic, social, and linguistic
Needs of multicultural learners on all levels of the academic hierarchy. Christine
Bennett (1995) indicates that muilticultural education is education all students
simultaneously about multiple courses, in multiple cultures, and of diverse cultural
background.

The (1994) Standards for Accreditation of Teacher Education issued by the National
Council for Accredition of Teacher Education (NCATE) described multicultural
education as a process by which individuals are helped to acquire those skills, attitudes,
values, and knowledges that are needed to prepare for the social, economic, political,
and educational realities experiences by member of a culturally diverse and complex
society of many varied human encounters of local, national and international
dimensions. James Banks (1994) defines multicultural education as an educational



reform movement designed to restructure curricula and educational institutions so that
students from diverse social-class, racial, and ethnic groups -- as well as both gender
groups - will receive equal educational opportunities. Carl Grant (1995) believes that
multicultural education represents our effort to simultaneously prepare students to
function effectively in existing institutional structures; and to enable them to transform
existing social and economic inequities while working toward a more just society. He
describes this effort as quality education which provides a critical understanding of how
society works and of how social values and priorities are defined through educational
processes of:

1. educating students to distinguish between that from our diverse pasts that needs to
be discarded and that which we can build upon; and

2. teaching them to draw upon their own cultural resources as a basis for engaging in
the development of new skills, and to critically appropriate forms of knowledge that
exist outside of their personal experiences. ’

Multicultural education is a multidisciplinary program that has the following as its
goals:

1. Recognition of the strength and value of cultural diversity.
2. Development of human rights and respect for cultural diversity.
3. Legitimation of alternative life choices for people.

4. Equitable distribution of power among members of all ethnic groups (Christine E.
Sleeter and Carl Grant, 1994).

Joan T. Timm suggests that multicultural education is a process by which people are
assisted in devgloping their skills to function effectively in a society of diverse cultural
groups, and that it focuses upon democracy as a practical guide to developing
multicultural people; it is an educational reform process which promotes the
understanding, appreciation and acceptance of the differences that exist among citizens
of the world. Multicultural education is based upon democratic ideals, values, beliefs,
attitudes and concepts which foster a wholesome respect for the intrinsic worth of every
individual, and an ideal state of societal processes characterized by equity, equality of
educational opportunity and mutual respect among existing cultural groups; thus the
focus of multicultural education is on cultural perspectives associated with diverse
ethnic groups and nations, and efforts are directed toward negotiate cultural diversity
among nations as well as within a single nation (Frances Kendall, 1983).

Multicultural education refers to those curricular experiences which are designed to
help individuals acquire those skills, attitudes, values, and know ledges that are
consistent with the principles of cultural pluralism; function effectively in a society
composed of many diverse cultural groups according to race, religion, language,
nationality, sex, education, and sociocconomic status; which are designed to assist
individuals in developing an understanding and respect for the cultures of other groups.
It is an educative process based upon concepts which value cultural pluralism (Sleeter,
1993).
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According to Young Pai (1992) cultural pluralism is an ideal that supports cultural
diversity and seeks to establish a basis of unity so that there can exist a cohesive society
whose culture is enriched by sharing widely divergent ethnic experiences. To endorse
culture pluralism is to endorse the principle that there is no one model American
(AACTE, 1994). According to Luis M. Hazard and Felipe ¢ Stent (1987), . Cultural
Felipe C. Stent (1 987), cultural pluralism represents a state of equal co-existence in a
mutually supportive relationship within the boundaries or framework of one nation of
people of diverse cultures with significant different patterns of belief, behavior, color,
and in many cases, with different languages.

Grant (1995) defines cultural diversity as an awareness, acceptance, and affirmation
of cultural and ethnic differences, a way of thinking that promotes the appreciation of
human differences and the belief that, in order for students to think critically, they must
affirm both social diversity (cultural pluralism) and human diversity. The revised
Accreditation Standards of the National Council for Accreditation of Teacher Education
(NCATE, 1994) stated that "cultural diversity refers to the variety of cultural
backgrounds of candidates, Faculty alto and school personnel based candidates faculty
and school personnel based on ethnicity race, language religion socioeconomic status,
gender, sexual orientation, regional/geographical background, and exceptionalities”.

The interpretation of the above stated definitions implies, in a geway, that a
multicultural teacher education program should consist of organized educational and
professional curricular experiences designed to help prospective teachers to function
effectively with pupils in a culturally diverse society. My working model of how to
develop an effective multicultural teacher education program is based upon this concept
of a multicultural teacher education program.

In current literature, several scholars have advanced well-conceived purposes of a
multicultural teacher education program. Notable among these scholars are Kathryn A.
Au (1993) who believes that a multicultural teacher education program should help
prospective teachers to: employ cultural knowledge, cultural sensitivity and
interpersonal ~ skills when working with students; explore and develop expanded, or new
ways of teaching; and provide opportunities for students to maximize their reaming
potential. Sleeter (1993) suggests that a relevant multicultural teacher education program
should focus upon helping the prospective teacher to: foster positive interpersonal
relationships among members of diverse groups in e classroom and to strengthen each
student's self-concept; teach the exceptional and culturally different, such as students of
color, low-income students, and/or special education students; become knowledgeable
about the history, culture, and contributions of the various ethnic and social groups in
society, and the different populations they teach; acquire the skills, knowledge, and
attitudes to do culturally responsive teaching in a pluralistic society composed of
culturally diverse, complex and dynamic classrooms; and to help prospective teachers to
permeate the principles of equity, equality, cultural pluralism and cultural diversity as
they study and analyze social justice issues that cut across diverse groups, with the intent
to bring about fundamental societal changes. Beverly E. Cross (1993) believes that
teachers' values, beliefs, attitudes, and prejudices have an important influence upon their
teaching, and she strongly advocates that a multicultural teacher education program
should focus upon helping prospective teachers to improve race relations. Frank Siccone
(1995) suggests that multicultural education programs should help prospective teachers
to become more sensitive to culture and learning styles out of a basic respect for
students, for their reality, and for their tremendous potential for reaming. He believes
that a unique pedagogical style is ofien needed to deal effectively with cognitive or
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learning styles of pupils thus he, along with Herbert Grossman (1995) argues for
culturally relevant pedagogy.

Banks (1994) cites several goal of a multicultural education program which support

and reflect the kind of purposes listed above for a multicultural teacher education
program. The are intellectual development, preparation for a vocation, acceptance of and
respect for diversity; with .diversity with equity appreciation for fine arts and
development of respect for self and others through national and global awareness.
These purposes suggest that prospective teachers must understand their students
physical, social, mental, and emotional characteristics, their students' cultures and
learning styles, and they must learn how to plan and implement a curriculum which
reflects the cultural diversity of all students.

Several current authors focus upon adding an international dimension to the teacher
education curriculum (Sonia Nieto,1992;; Ned H. Seelve 1993; Kenneth Cushner 1996).
They believe that the rapid growth of ethnic diversity in the United States and global
interrelatedness provide a mandate for global education; and that teacher education
institutions must help prepare students for the inevitability of global interdependence
and for living in a world characterized by ethnic and cultural diversity.

Teacher training programs must prepare the prospective teacher to design and
implement, with the cooperation of multicultural populations, a multicultural curriculum
which will enable learners in a culturally diverge society to cope with the persistent life
situations facing them in an interdependent world (James Lynch, 1989). Therefore,
competencies and understandings needed by multiethnic pupils as they attempt to deal
with the basic problems and situations of everyday living should constitute the core of a
curriculum designed to train teachers to function effectively in today's dynamic and
complex society of disparate cultures, Banks (1987) believes that if teacher education
programs are to prepare pre- in-service in-service to function function within
multicultural classrooms, they must help teachers acquire:

More democratic attitudes and values;

2. A clarified philosophical position related to pluralism;

3. A process of conceptualization of ethnic studies;

4. The ability to view society from diverse ethnic perspectives; and

5. Knowledge of the emerging stages of ethnicity and their curricular and teaching
implications.

—

Hillard (1974) emphasizes that the teaching process is always a cross-cultural
encounter so that the primary objective of a multicultural teacher education program
should be to train prospective teachers how to plan for, and carry out the processes of
"culture context teaching". He stresses the fact that teachers are obligated to modify
their instructional styles to be more compatible with the culture and learning styles of
different ethnic groups. He provides recommendations for the preparation of teachers
who can function successfully in a culturally heterogeneous environment. He lists the
following understandings, skills and attitudes as essential for teacher effectiveness:

Essential Understandings

1. The teaching process is always a cross-cultural encounter.

2. The personality, values, and social background of the teacher are critical cultural
inputs.

3. All teaching tools are culture bound.
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The classroom is not a benign context, but a potent matrix.
Teachers must understand how the student can be a victim.
Teachers must understand that all minds are equally complex
Teachers must be helped to understand that the poor and racial or ethnic minorities
can and actually have been able to learn at the same level as others when the proper
environmental support was provided.
‘8. Teachers must understand that reaming is related to a sense of power over some of
the forces which infringe upon our lives. A
9. Teachers must understand how their own expectations are determining factors in
building a climate for growth of students.
10. Teachers must intimately understand the culture of their students.

NS

Essential Skills:

The ability to communicate with students from other cultures.

Diagnosing the knowledge and abilities of students from other cultures.

Skill in the evaluation of professional literature bearing upon multicultural problems.
Self-diagnosis.

Recognizing cultural equivalencies.

Detecting conscious and unconscious negative signals.

QLEWN =

Essential Attitudes:

1. Teachers must be as free of bias as possible and must be open to continuing
self-examination

2. Teachers must honor and value cultural alternatives such as language, beliefs,
values and behaviors.

3. Teachers must feel that a multicultural orientation is beneficial to them personally.

To help the teacher to function effectively in ethnically pluralistic classrooms,
(1974) believes that a teacher education program should be planned around competency
clusters which would prepare all teachers to develop certain basic competencies in the
areas of:

Understanding human growth and development;
Planning and preparing for instruction;
Performing instructional functions;

Performing assessment functions;

Displaying pupil achievement;

Relating interpersonally;

Carrying out non-professional responsibilities.

Nouwswh =

These competency clusters are broken down into competencies to be demonstrated
by ale teachers in a culturally diverse society, and competencies to be demonstrated by
teachers who teach culturally different children and youth. Wynn's focus upcompetency
areas in programs for training teachers to function in a culturally diverse society, and his
emphasis upon competencies to be demonstrated by teachers of culturally different
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children and youth support the introduction of competency-base education as a viable
strategy for fulfilling the goals of a multicultural teacher education program.

The recommendations of Banks (1981), Hilliard (1974), and Wynn (1974) seem to
suggest a comprehensive listing of competencies essential to the preparation of effective
teachers for a multicultural society. Implementation of a program to accommodate these
competencies will require significant changes in the academic contort and experiences
provided for prospective teachers. These changes will affect all facets of the college
program and will require the cooperation of a large segment of the academic
community. Anything less than a concentrated, committed and cooperative effort will
result in mere academic tinkering with an outmoded and ineffective teacher education
program.

An effective multicultural education program is needed for American youth. This
goal is only possible through the creation of a viable multicultural teacher education
program responsible for producing teachers who can put into practice the philosophy of
cultural pluralism and utilize culturally derived teaching competencies in a personalized
process of teaching and reaming (Duane Campbell, 1996). A teacher education program
which focuses upon preparing teachers for multicultural classrooms should be designed
immediately. Gay (1995) believes that preparing teachers to work better with culturally
different students and communities demands action now and that conventional
approaches to teacher education must be decentered and transformed at their most
fundamental core if teachers are to be prepared to educate for diversity students of the
21 1st century who will be increasingly racially, culturally, ethnically, socially, and
linguistically pluralistic.

The definitions, purposes, and characteristics of multicultural education cited in
current literature suggest that the curricular components of a multicultural teacher
education program should equip prospective with the following understandings:

1. Multicultural children and youth represent one of the resources of our nation but
their full potential will be realized only through a curricular design structured to
meet their needs in today's world.

2. Multicultural children and youth should be involved in curricular experiences in
which each individual will have the opportunity to capitalize upon his/her
potentialities.

3. Multicultural children and youth should be guided and developed to the extent that
they can make a maximum contribution to society's well being,

4. Multicultural children and youth should be involved in a curriculum which focus
upon the basic problems and situations of everyday living confronting them in a
democracy.

5. Multicultural children and youth have special concerns, and they must be looked
at in the light of needed growth in dealing with the range of persistent life situations
in America's pluralistic society.

6. Multicultural children and youth experience maximum growth toward democratic
values and ways of behaving only when the dominant agencies directing their
activities--home, school, church, community-coordinate their efforts, and each
operates upon the basic guidelines governing democratig living. ‘
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7. Multicultural children and youth learn from everything to which they respond;
therefore, their total curriculum must be conceived as all the situations with which
they must deal.

8. Multicultural children and youth need personalized instruction; it is essential in
providing reaming experiences which will be meaningful for culturally and
linguistically different children.

9. Multicultural children and youth need to be taught to be tolerant.

10. Multicultural children and youth need to be helped to understand the causes of
prejudice.

11. Multicultural children and youth need to learn how to get along with others.

12. Multicultural children and youth should learn to handle new situations in ways
that are consistent with social reality.

13. Multicultural children and youth should be taught to learn, by thoughtful appraisal,
the contributions and privileges of all members of the community.

These understandings do indicate the broad concepts of teacher competencies that
are necessary for teachers of multiethnic learners as they attempt to realize the goals of a
truly multicultural education program. Some of the concepts are cited below:

1. Teachers of multicultural schools must understand ethnic learners as the
individuals they are, each with his/her potentialities and rate of growth, and each
with his/her own background, problems, habits, and curiosities. If the important
democratic value of respect for personality is realized among multiethnic children
and youth, the curriculum must reflect these differences among learners. A teacher
must be able to promote a maximum of personality integration and happiness for
their pupils as well as the greatest gain in academic achievement. Therefore, it is
essential that pre-service and in-service educational experiences help prospective
teachers to develop "well - integrated" personalities so that they can do everything
possible e to promote an optical state for each ethnic pupil. Curricular experiences
should be designed which would help the prospective teacher to:

a. a understand and apply relevant theory pertaining to human growth and
development and development in the educative process.

b. gain a functional understanding of self in terms of his/her physical, emotional,
social, and mental characteristics, needs, problems, and developmental tasks.

¢. gain a functional knowledge of the general and unique characteristics, needs,
problems, and developmental tasks of racial and ethnic groups in America.

d. acquire a positive self-concept, and to help multiethnic learners to do the same.

develop self-confidence, and to help multiethnic learners to do the same.
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gain a functional understanding of his/her culture and the cultures of he
multicultural learners and how their cultural roles are determined and acted out in
terms of the personal and social dynamics of the teaching-learning environment.

realize that the multiethnic student comes to school with a personality, a set of
aims, values, social habits and attitudes which are the product of his sub culture
experiences. Therefore, individualized instruction, student-centered methodology
and "cultural context' teaching must be employed in the educative process. The
multiethnic student is a unitary, integrating who is secking to maintain equilibrium;
a goal-seeking organism, pursuing purpose in order to satisfy needs; an active,
behaving, exploratory individual with- a pattern and rhythm of growth peculiar to
his/her individuality; a learner whose education process must provide freedom to
explore, to construct, to question, to differ, to make mistakes, and to develop
creative contributions within the limits of freedom of democratic controls, right of
others, and good taste. This bang true - -then, it is essential that teachers be taught
to recognize that in a multicultural classroom widely different, varied type of 1
learning experiences should be provided, adaptable to levels of maturity, and to
different rates, interests and abilities. If a "well-integrated" personality is sought for
in educating and humanizing pupils, a teacher of multicultural children must
attempt to promote adjustment patterns that are satisfying to each student; that are
flexible to changing needs and social conditions; and that are approved by the
members of the many sub-groups in which the pupils must function.

The responsibility of a multicultural teacher education program to help the
prospective teacher to develop an understanding and respect for the cultures of other
diverse groups is a complex and demanding task. The individuality of the learner
must be taken into account. The experiences must possess maximum life-likeness
for the multiethnic lea, and must be socially desirable. Multicultural teacher
education experiences should focus upon concepts, meaning, value patterns,
attitudes, habits, and cultural backgrounds which are familiar to all racial groups
and classes. Students should not be handicapped in terms of experiential and
conceptional backgrounds.

It is absolutely important for teachers of multicultural schools to acquire those
Knowledges, skills, and attitudes which will facilitate growth in the ability to act in
intergroup relations. The educational process is essentially an attempt to facilitate
the socialization of the individual. The socialization process is based upon social
interaction which rests upon good human relations and effective intergroup
relations. Therefore, the educative setting for multicultural children should provide
many varied opportunities to work in the "we" relationship, developing, eventually
into self-directed groups activity. The whole range of interactive human relation
ships, the cooperative group process, is essential to the development of mature
socialized multicultural personalities. Teachers of multicultural populations must be
trained to plan and direct a humanistic and cooperative socialization. process.

It is important for a multicultural teacher education program to design curricular

experiences which will help the prospective teacher to cope with the language
problems which bilingual children experience. Many school districts have large

numbers of parents who speak only a foreign language and their children grow up in
a bilingual environment. In fact, large groups of pupils, in this culturally diverse
€4
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society, are literally foreign speaking. Prospective teachers must be taught not to
penalize them for being foreign language speakers, rather they should be taught how
to capitalize on their heritage. Teachers must also be taught that because their
language is different, it does not necessarily mean that their language is deficient
Prospective teacher should also be required to become familiar with the language
used by the ethnic groups they will encounter.

5 A multicultural education program should involve prospective teach" in varied
curricular experiences to equip them with the knowledge, skills and attitudes
necessary for identifying multiethnic children with persistent feelings of inferiority.
Unfortunately, inferiority feelings, which are so great as to threaten the security of
the child, are often encountered in a multicultural classroom. The prospective
teacher must also engage in curricular experiences which would equip them with the
appropriate strategies for deeding with the minority children's socially undesirable
reactions to persistent feelings of inferiority. They must become familiar with
specific techniques for dealing with such behavior as timidity, bullying,
awkwardness, delinquency, envy, domineering behavior, day-dreaming,
perfectionism, self-effacement annoying attention getting devices, fear of
attempting new activities, and pretended ill health. They must become aware of the
facts that minority children will not exhibit any of these behavior traits consistently;
and that often the discovery of activities in which they can achieve merit, praise,
and win recognition is likely to alleviate them markedly.

An effective multicultural teacher education program based upon the aforementioned
concepts and competencies should enable prospective teachers to perform the following
specific professional tasks as they attempt to help multicultural reamers live in a global
society characterized by cultural pluralism and cultural change:

1 A teacher involved in a multicultural classroom should be able to develop an
understanding of the cultures of his/her pupils so that they can capitalize on its
strengths and avoid competing against its mores and ideals. This requires:

a) an understanding of the origin and history of basic characteristic and lifestyles
of the various social, ethnic and racial groups in America.

b) an understanding of the current philosophies, values and attitudes of the ethnic
and racial groups in America.

¢) a functional understanding of the specific customs and traditions of the racial and
ethnic groups within the multicultural classrooms and the community at large.

d) an understanding of the characteristics of the sub-cultures in the various ethnic
groups.

€) an understanding of the characteristics of the American culture and its
relationship to its sub-cultures.

2. A teacher must be able to identify, select and use a wide variety of instructional
resources which are appropriate for the cultural groups involved, in terms of
interest, levels of complexity, students' maturity and experience, and in accord with
individual differences within the group. Multiethnic students represent widely
different capacities, abilities, and interests which cannot be satisfied through
uniform methodology. '

-

ERIC . DBD  ase




3.A teacher must be able to identify, select and utilize modern technological
resources to promote the fulfillment of the many and varied needs of multiethnic
learners. -

4.A teacher must be able to conceptualize the impact of varied home, community,
and social forces upon the behavior of the multiethnic student and to plan for
community involvement. This involvement requires that the teacher acquires
techniques for understanding family and community patterns of social relationships
among racial and ethnic groups. It is essential for families of multiethnic children
and youth to be involved in the planning and execution of meaningful multicultural
experiences.

5.A teacher should be able to make a critical appraisal of the social institutions of
groups, and to determine the extent to which he/she can assist with solving
problems of segregation discrimination, prejudice and hostility.

6. A teacher should acquire cognitive, affective and psychomotor knowledges and
skills which will help him/her to recognize the fallacy concerning intellectual
inferiority or superiority of a racial or ethnic group overcome cultural and racial
stereotypes; and to facilitate the solving of problems arising from cultural diversity.

7.A teacher must understand how to design and implement bilingual, cross-cultural
programs. He/she must be able to select and use appropriate instruments of
communication with individuals and groups. It is imperative for the teacher to
understand the language variances of multiethnic reamers.

8.A teacher must be able to make systematic studies of ethnic learners to discover
their differences and similarities. From this information should emerge a flexible
curriculum geared to the needs and potentialities of individuals. Many of America's
significant achievements come from a wealth of diversity in capacity, interest and
-viewpoint. The following cited knowledges, skills and attitudes are needed by
teachers if they are to make functional studies of ethnic learners:

a) a Understand and apply factual information to validate attitudes and beliefs about
ethnic groups.

b) Appraise many sources of information concerning ethnic groups.

¢) Make critical interpretations of sources of information concerning ethnic groups.

d) Make intelligent use of appropriate sources of information about ethnic groups.

e) Understand, interpret and appropriately apply in, the socialization process,
information about the mores and folkways of ethnic groups.

f) Accept the fact that racial and ethnic groups express the same values, attitudes
and appreciations through different behavior patterns.

g) Relate with ethnic group with proper regard for basic factors and principles
which govern their lives.

h) Understand the privileges, responsibilities and restrictions which govern the
behavior of ethnic groups.

i) Identify similarities and differences in standards of living and patterns of work of
families of racial and ethnic groups.

J) Relate, in a positive manner, with members of the various social and ethnic
groups.

k) Acquire simple techniques for effective intergroup cooperation.

When immediate and continuing life situations become the bases for the Selection
and organization of instructional objectives, content, teaching-learning experience,
methodology and evaluative techniques; the identification of tasks to be performed by -
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multicultural populations, the following participles should direct the teacher's efforts in
fulfilling the goals of general education.

Professional education and the area of specialization in a viable teacher education
program:
1. Learning should be an active process; it is doing, reacting, undergoing,
Learning should be a unitary process.
Learning should be a meaningful process.
Learning should be a direct experience as much as possible.
Learning should be a concrete experience as much as possible
Learning should be a goal-setting activity.
Learning should be functional as well as abstract.
Learning should relate the students' purposes and problems of continuing life
situations., ,
9. Learning under intrinsic motivation is preferable to learning under extrinsic
motivation.
10. Learning purposes and goals should be geared to the interests, needs and
maturities of the learners.
11. Learning will be more nearly adequate if the situations in which it is learned is
similar to those situations in which it may be used.

NN WD

The information cited in this article pertaining to the competencies needed by
teachers in multicultural classrooms, and the kinds of teacher education curricular
experiences needed to develop these competencies in prospective teachers, is in
agreement with F. H.

Klassen and D. M. Gollnick's (1980) components of effective multicultural teacher
education programs. Their components deal with helping the prospective teacher to
become:

1. practitioners of positive human relations; -

2. familiar with the cultures, lifestyles, and contributions of all racial and ethnic
groups; and )

3. functionally intelligent about the issues and problems of racism, prejudice, and
discrimination, and the influence these forces have on the lifestyle of cultural
groups.

Based upon the information presented in this paper pertaining to multicultural
education: nature, purposes, characteristics, components, principles, major concepts,
competencies and guidelines for the implementation of an effective multicultural
education program for elementary and secondary schools, and for the creation of an
effective multicultural teacher education program I would, now, like to suggest a
theoretical structure for the designing and implementing of a viable multicultural teacher
education program. The first step to be followed in the developing of the structure is to
create a conceptual framework. Multicultural teacher education is best implemented
through a conceptual framework designed according to multicultural imperatives, and
shared among members of the professional community. The framework should include
the mission statement and values which support it, and the professional commitments of
teacher education personnel; philosophy and purposes; assessment statements of desired
results for prospective teachers; an associated rational for course work, field
experiences, and program evaluation; and it should reflect multicultural imperatives and
global perspectives throughout the entire program. The framework should be based upon -
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a knowledge base which rests on established and contemporary research, the wisdom of
practice, and emerging and current education policies and practices.

The second step to be followed in designing a multicultural teacher education
program is the dividing of the conceptual framework into four major curricular
components with detailed multicultural descriptors and imperatives. The components are
as follows:

Genera Education

The general education aspect of a teacher education program represents courses and
other learning experiences in the liberal arts and sciences that prospective teachers take
for the purposes of becoming liberally educated. General studies courses an/or
experiences in the arts, communications, history, literature, mathematics, philosophy,
sciences and the social sciences are essential as they help the prospective teacher to
develop theoretical and practical knowledge with multicultural and global perspectives.

The basic purpose of a general education program is to provide students with a broad
understanding of man's cultural heritage. It would tend to provide the framework for a
realistic understanding of a cultural diverse society. Such a purpose, it effectively
implemented, is consistent with the requirements for competent teachers in multicultural
classrooms. A general education curriculum is usually designed to provide broadening
experiences in communication skills, science, social sciences, and the humanities. These
experiences provide opportunities for students to develop an understanding and
appreciation of contemporary civilization. General education tends to broaden
prospective teachers' understanding of their role as citizens in a pluralistic democratic
society and as teachers of multicultural children and youth. It is through general
education experiences that prospective teachers acquire those traits, attitudes, values,
and knowledges which will help them develop an appreciation of people who are
different culturally, socially, religiously, educationally, economically and politically.
This appreciation should result in prospective teachers being willing to accord the
culturally different full equality of opportunity.

The general education experiences of prospective teachers should help them to
communicate their thoughts orally, and in writing with enough clarity and logic to be
understood by all racial and ethnic groups; develop knowledge and skill in the use of the
languages of multicultural children and youth; and the general education experiences
should help them to recognize language as a special dimension in the education of the
culturally and linguistically different, and to consider language differences as
representing basic means of communication.

A teacher education program which focuses upon preparing teachers for
multicultural classrooms should design general educational experiences which will
enable prospective teachers to acquire those personality traits that are conducive to
establishing effective human relations with all racial and ethnic groups; identify
immediate and continuing life situations of multicultural pupils; and to select, and to
organize content and activities which will enable multicultural learners to deal critically
and creatively with the immediate and continuing life situations.

The general education component of a teacher education program should provide for
professional laboratory experiences which will bring the prospective teachers into many
and varied contacts with multiethnic students so that they may acquire the knowledges,
attitudes, and skills necessary for understanding their characteristics, needs, problems,
interests, and developmental tasks. It should also involve the prospective teachers in
informal and formal activities with diverse ethnic and racial groups in order to
understand multicultural people: their cultures and lifestyles, and the contributions they
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have made, and are making toward world civilization, American civilization, to the local
setting.

Specialization

The area of specialization in a teacher education program provides intensive study in
the content fields in which prospective teachers hope to teach in the elementary and
secondary schools. It provides the teacher with important instructional content. It is in
this area that prospective teachers complete a sequence of courses and/or experiences to
develop an understanding of the structure, Skills, core concepts, ideas, values, facts,
methods of Inquiry, and uses of technology for the content they plan to teach. It ensures
that teacher candidates attain academic competence in specified instructional content.
This content will and should, in some cases, reinforce professional education and the
foundational studies of general education. Specialization in social studies and language
arts are obvious areas where intense study will provide a deeper understanding of other
cultures and the contributions to civilization mad by their members. Similar benefits can
be derived from other areas of specialization. For example, a prospective teacher of
multiethnic classes in music, art and foreign languages has an obligation to become
familiar with the contributions of various cultures and ethnic groups. Although the
physical sciences, mathematics and other disciplines may not deal directly with
multicultural content to a significant extent, a prospective teacher must be familiar with
contributions of ethnic minorities to the advancement of knowledge in these fields.

Professional Education

The professional sequence is made up of those elements which are concerned with
the theory and practice of the teaching learning process. Since teachers are measured by
their ability to practice their profession successfully, they must have control of the
knowledge and principles upon which their practice is based. Adequate control of
knowledge and principles is developed in prospective teachers through planned
experiences under capable guidance and direction. Prospective teachers learn to plan and
direct an effective teaching-learning process for multicultural children and youth.

It is through the professional sequences of theory courses and multicultural
professional laboratory experiences that prospective teaches will be trained to use those
teaching strategies which are culturally and linguistically appropriate for multicultural
children and youth; create and utilize instructional resources which are meaningful to
the identified culturally different child in building a positive self concept; formulate
meaningful instructional objectives for multicultural children and youth; plan specific
activities which will help them multiethnic child to achieve the designed cognitive,
psycho-motor and affective objective; identify and utilize appropriate evaluative
devices; and they will be trained to apply the principles of human growth and
development, psychology, democracy, and curriculum to creating a humanistic
educative process to help multiethnic children and youth achieve personal and social
adjustment in this dynamic, complex, and pluralistic democratic society.

The professional component of the teacher education program must prepare the
prospective teachers to design and implement, with the cooperation of multicultural
populations, a culturally pluralistic curriculum which will enable learners in a culturally
diverse society to cope with the persistent life situations facing them. Therefore,
competencies and understandings needed by multiethnic children and youth, as they
attempt to deal with the basic problems and situations of everyday living, should
constitute the core of the professional sequence in a teacher education program designed
to help teachers function effectively in today's society of disparate cultures.
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Professional Laboratory Experiences

"Professional laboratory experiences are all those contacts with children, youth, and
adults in school and community that make a direct contribution to the understanding of
basic concepts and principles as well as individuals and their guidance in the teaching
learning process” (John G. Flowers, 1948, p. 7). It is through a planned program of
laboratory experiences that prospective teachers will have opportunities to perform the
major tasks of teaching under the direction and supervision of master teachers.

Professional laboratory experiences represent the core of a program for the
preparation of teachers. They integrate educational theory and practice into a meaningful
and active relationship, and they promote the development of a professional skill
through systematic and continuous practice under the direction of qualified public
school and college personnel. The provision for direct experience gives meaning to
ideas, theory, and action. "Direct experiences refers to the actual living through a
situation or event. It implies direct association with and participation in an on-going
activity" (Donald P. Cottress, 1956 - Stratemeyer, p. 67). This characteristic has resulted
in the identification of professional laboratory experiences as a major instructional
procedure in teacher education.

Since the focus of a truly multicultural teacher education program is on the
development of essential teaching competencies to be demonstrated, it is expected that
teacher education personnel will place high priority upon an immediate restructuring of
that aspect of the teacher education program which concerns. itself with direct
experience and practice--professional laboratory experiences. Laboratory situations
provide exccllent opportunities for prospective teachers to have a variety of meaningful
multicultural education experiences.

Professional laboratory experiences provide for a clinical study of teaching.
Theoretical understandings are practice, tested, and refined. These realistic professional
experiences provide relevance and challenge in teacher education as they bring about the
fusion of educational theory and practice. As the prospective teacher becomes involved
in a program of flexible, individualized, meaningful, and practical professional
experiences, he/she will gradually assume responsibility for teaching,

Multicultural professional laboratory experiences in teacher education represent a
program of direct experiences in which prospective teachers will have contact with
children and youth in a culturally pluralistic laboratory, setting accurately representing
the diverse society of America. A functional multicultural professional laboratory
program provides an ideal opportunity for prospective teachers to have real and active
experiences with multicultural populations.

Effective teaching is the goal of teacher education. A program of multicultural
professional laboratory, experiences is the major avenue through which prospective
teachers may acquire those Knowlwdges, skills, and attitudes which increase teaching
effectiveness in today's pluralistic society. In this program, they interact with and
observe multiethnic groups of teachers and students function in the educative process of
a culturally diverse society, observe and put educational theory into practice; develop
instructional skill, and a functional understanding of principles of education upon which
practice should be based; and they acquire the fundamental skills needed for effective
interaction, communication, and personal and social adjustment in a humanistic society
composed of many unique cultural groups.

Thus, the immediate challenge should be designed a multicultural professional
laboratory program wherein prospective teachers will have real and active experiences
with multicultural populations. This will involve assisting prospective teachers in
developing competencies needed to function as effective teachers of multicultural
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children, and helping prospective teachers to assist children and youth to function within
their ethnic culture, the mainstream culture, and with other ethnic cultures. Essential
multicultural professional laboratory, experiences should focus upon providing a
laboratory sating for prospective teachers that will contribute to understanding: (1)
multicultural children and youth: their characteristics, needs, problems, developmental
tasks and life-styles; (2) environments and cultures of multicultural children and youth,
(3) languages of multicultural children and youth; (4) personalities of multicultural
learners: attitudes, values, aspirations, self-concepts, convictions, insecurities, abilities,
competencies, knowledges and prejudices; (5) purposes of a multicultural educative
process; (6) instructional procedures consistent with the accepted purposes of education
for a multicultural society; (7) the concepts that America is a culturally diverse society,
and that cultural pluralism is a basic reality in the American classroom.

Multicultural professional laboratory experiences should be an integral part of a
teacher education program. They should occur continuously throughout the entire
teacher education curriculum in the areas of general education, professionaeducation,
and in the area of specialization. The components, activities, methodology, instructional
resources utilized should, at times, reflect multiculturalism .

It is quite clear that the most important professional laboratory experiences within a
teacher education program are those associate with student. teaching. A very valuable
phase in the pre-service education of all teachers is their student-teaching experience.
Research related to the effectiveness of teacher education experiences places student
teaching at the top of the list of the most important aspects of a broad program of
professional laboratory experiences.

The primary purpose of student teaching is to involve the prospective teachers in
experiences in which they will be called upon to perform tasks of teaching similar to
those in an actual teaching situation. These educational experiences occur in the
observational phase, participatory phase, and the actual teaching phase of the student
teaching experience. All three phases represent excellent opportunities to help
prospective teachers understand multicultural education, multicultural children and
youth, and multicultural environments; acquire essential multicultural knowledges,
attitudes, and skills; and to help them acquire social and emotional qualities needed for
effective teaching in multicultural classroom. Therefore, through a truly sound and
functional student teaching program in today's public school, the primary goals of a
multicultural teacher education program are realized, and thus, the goals of multicultural
education which are focused upon the personal and social adjustment goals of
multiethnic leamers.

The third step in designing a multicultural teacher education program pertains to
constructing a detailed and specific outline of the kinds of courses, themes, activities,
and methodologies, instructional resources and evaluative techniques which should be
utilized in fulfilling the stated objectives. Examples of desired content and major
activities are listed below:

1. Content

A. Multicultural Education
1. Definition
2. Purposes

. 3. Importance
4, Characteristics
5. Concepts
6. Principles
7. Components
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8. Terminology

a Multiculturalism

b. Multicultural Education

. Multiethnic

d. Ethnic Studies

e. Cuiture

f. Cultural Pluralism
g. Cultural Diversity
h. Minority groups
i. Bilingual

j. Ethnic Groups

1. Bicultural

i. Bilingual

n. Acculturation
0. Macroculture
p. Racism

q. Prejudice

I. Segregation

s. Discrimination
t. Accommodation
u. Stereotype

v. Democracy

w. Curriculum

x. Education

y. Global Education

B. Minority Groups
1. Origin and development
2. Culture and lifestyle
3. Dominant characteristics
4. Language
5. Insidious myths
6. Social stratification
7. Problems and their important impact on lifestyle
a. Hostility
b. Prejudice
¢. Discrimination
d. Segregation

8. Contributions

C. Minority Learner
1. Characteristics
a) Physical
b) Mental
¢) Social
d) Emotional
2. Unique values, aspirations, expectations
3. Problems
4. Learning styles
D. Human Relations
1. Classroom dynamics
2. Communication skills
3. Cross-cultural interactional skills
4. Personal awareness

E. Community Analysis and involvement
1. Structure of community culture
2. Functions and relationship of existing social institutions
3. Impact of social institutions on learning styles
4. Appropriate utilization of community resources
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F. Processes of Teaching

a) Formulating a set of meaningful objectives for culturally diverse students
b) (cognitive, affective, and psychomotor).

~ ¢) Utilizing motivational techniques and incentives which appeal to the interests,

d) values, and aspirations of culturally different youth.

¢) Identifying and selecting multicultural contort which is linguistically appropriate.

f) Identifying and selecting instructional procedures and specific strategies for
teaching ethnic students, which are culturally and linguistically appropriate.

g) Identifying and utilizing appropriate muiticultural resources (human, cultural,
physical).

h) Designing meaningful curricular activities or student living in a multicultural
society.

i) Utilizing appropriate evaluative techniques which take into consideration the
leaning styles, values, expectations, aspirations and orientations of multiethnic
students.

j) Understanding linguistic characteristics of the target languages.

G. Culture Context Teaching
Methodology which reflects cultural diversity

1. Content which is multicultural in nature and specifically related to target groups.
2. Procedures and activities which reflect ethnic cultures.
3. Principles and techniques for designing a laboratory setting in which there are
4. many varied opportunities to:
a) a Have direct content with diverse groups
b) Examine one's own racial and ethnic feelings and prejudices
c¢) ¢ Explore and observe concepts of cultural pluralism
d) Translate theories of cultural pluralism in action
e) Participate in structured group experiences which will promote self-identity and
acceptance of differences existing among diverse groups.

II. Major

a. Make a thorough study of the origin, development, culture, lifestyle, and
contributions of ethnic groups.

b. Observe the community life of the ethnic cultures involved.

c. Participate in the community life of the ethnic cultures involved.

d. Become directly involved with community organizations concerned with
promoting he human relations.

e. Become involved in structured group sessions which focus upon meaningful
interaction with persons of different cultures.

f. Become involved with community and school efforts to combat racism, prejudice,
and discrimination.

g. Conduct community and school studies to analyze the impact of problems ansmg
from culture pluralism and cultural diversity.

h. Identify current biases in public school curriculum in terms of objectives,
methodology, instructional resources, and evaluation procedures.

i. Become familiar with the language of the target cultures.

j- Outline competencies needed to teach in a multicultural society.

k. Outline competencies needed by teachers who teach culturally different youth
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. Design a curriculum for a bilingual/bicultural high school in which you use
multiethnic criteria.

The outline of multicultural content and activities emphasizes a multicultural
laboratory setting for teacher education which (Grant, 1975) believes is conducive to
exciting possibilities for incorporating practices that address children and youth of
diverse social and cultural backgrounds. The outline also allows for many of the radical
changes suggested by (James C. Stone and Donald DeNevi, 1971 ) in terms of bringing
into the schools new instructors, novel community-based instructional resources, new
facilities, new content and new methods which will increase the authenticity of the
school's coverage of ethnic cultures. The outline is in accord with the writings of Grant
Clothier (1972), another writer who has repeatedly indicated that the preparation of
well-trained, effective and committed multicultural teachers will depend upon broad
scale curriculum changes based upon a reexamination of educational purposes.

The fourth and last step in setting up a multicultural teacher education program
involves the recruiting of capable administrators. staff, faculties, and students from
culturally, ethnically, and racially, diverse backgrounds.

In conclusion, let me reiterate the major aspects of teacher education, which I believe
demand our immediate attention as we strive to make teacher education more relevant.
There must be a total commitment by teacher education personnel to developing and
implementing a curriculum pervaded by global dimension, humanism, pluralism, and
cultural diversity. There must be an organized, continuous program developed for
personnel and institutional staff development. Teachers must learn to think
multiculturally and become skilled in organizing learning experiences that reflect
diversity and uphold equality. Teachers must translate cultural knowledge into cultural .
Teaches must be able to utilize culturally relevant pedagogy. Culture context teaching is
a "must".

We must accept the challenge to construct a multicultural teacher education program
which will equip prospective teachers with the ability to teach all youth according to
their needs and interests within the framework of multicultural imperatives and
perspectives.

The strength and survival of a country is inextricably tied to the quality of public
schools and their effectiveness in the education of all students.

A multicultural society requires a multicultural educative process. Elementary and
secondary schools must help multiethnic children and youth from all cultural and racial
groups to acquire an understanding, appreciation, and respect for others and their
cultures; and to transform democratic theory into practice--everyday democratic living.
The writer firmly believes that an innovative multicultural teacher education program
will help to prepare the kind of teacher needed for the dynamic, complex multicultural
classrooms at the elementary and secondary school levels.

A review of the literature in the area of multicultural education revealed that far too
little attention is given to programs for the preparation of competent, committed teachers
who will be capable of entering a multicultural classroom. The research clearly points to
the importance of teacher education personnel in establishing a truly multicultural
setting; and it also indicates a need for training programs to ensure the preparation of
personnel who can function effectively in a culturally diverse society.

The implementation of a functional multicultural teacher education program is the
most challenging and demanding obligation in teacher education. The imperative in
teacher education is to help the prospective teacher acquire the skills, competencies, and
understandings they need to function as effective teachers of multicultural children.
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Hopefully, this article has portrayed the philosophy that multicultural education is
not a catchword for "minority" but encompasses all people of the United States, the
people of the world, their racial and ethnic differences, their customs, their levels of
income, their traditions and beliefs, their languages; their religious beliefs; and that
educational institutions must begin to assume responsibility to see that teacher education
programs reflect cultural and ethnic pluralism through their staffing, objectives, content,
methods, teaching-learning activities, resources, evaluative devices, and participatory
models and practices.
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CONFLICT MANAGEMENT: AN ESSENTIAL TOOL IN
BUILDING A HEALTHY SCHOOL CLIMATE

Linda Stevenson, M A.
Rogue Community College
USA

“We live in one world and each act affect the Whole”- Corita Rent.
THE SCENE

Two students are arguing in the hallway outside of Mrs. James' room in the Middle
School. Anger has escalated, and the boys start pushing each other around. Voices rise;
tempers flare. .

A teacher walks by them quickly, ignoring them, while the hall supervisor who was
on duty at the other end of the hall, comes running up to see what the ruckus is all about.
One student has fallen to the floor having been pushed against a locker. The supervisor
realizes that he isn't really hurt and that the other boy is helping him up with an apology.

Incidents like this and worse have become more frequent at this Middle School. The
supervisor is upset about the incident, and angry because the teacher has ignored the
situation and could have prevented the argument from becoming physical if he had
stepped in immediately.

Arguments and fighting seem to be increasing in many schools throughout the world.
We try to explain the rise in violence by recognizing the lack of good models of non
-violent behavior and situations on television, in many movies, computer games,
newspapers, and some sports. The gap between the haves and the have-nots and the
visibility of this gap on a global level are obvious. THE SCOOP ON VIOLENCE AND
KIDS IN THE UNITED STATES (from a pamphlet, Kids' Conscious Acts of Peace,
Ben & Jerry's, Box 240, Route 100, Waterbury, VT 05676)

Homicide is now the third leading cause of death for elementary and middle school
children.

A typical U.S. child witnesses 8,000 murders on television by the time he or she
leaves eighth grade.

1 out of 6 teenagers knows someone who has died in a violent incident.

In a 1993 national survey, 1 1% of public school teachers and 23% of students
reported being victims of violence in or around their school.

What can be done about these unsafe, unhealthy acts, particularly in schools and
other places where children and youth spend their time? This paper addresses that
important question. Several examples follow.

THE COMMUNITY DISPUTE RESOLUTION CENTER (CDRC) OF JACKSON
COUNTY, OREGON, IN THE U.S.A.

The CDRC is a non -profit volunteer center established in 1990. The Center
provides training in conflict management skills as well as a variety of mediation
services. A pilot program to teach staff, students, parents and community leaders
how to manage conflict creatively was initiated in 1993 in Ashland Middle School.
Projects expanded last year throughout the county to where 10 experienced trainers
served 12 different sites and groups of people working with children and youth, as
well as with their parents and teachers.
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In November of 1996, a second basic training of volunteers took place which brings
twenty additional volunteers into our Education Cadre. We used radio, television,
newspapers and personal contacts to recruit potential trainers, making a special effort to
seek Spanish-speaking men and women in order to better serve that segment of our
county community.

The CDRC Curriculum Manual contains five modules:

--What Is Conflict? (includes attention to different modes of responding to conflict);

--The Relation of Feelings to Conflict Management;

--Active Listening Skills of Communication;

--Effective Asserting; and

--Collaboration and Problem-Solving.

“Seven experienced members of the Education Cadre paired up to present each of the
five modules employing techniques such as role-play, elicitive questioning,
brainstorming, and win-win negotiations. Serious activities were interspersed with
humor and what we call icebreakers. ,

An example of an opening icebreaker is: Find a partner you don't know very well,
and in five minutes you both must learn from one another, answers to these questions:

1. Why each of you is interested in conflict management;

2. Some things about you that the group would find interesting;

3. How each of you can support the other during the workshop;

4. What special qualities each of you brings to this work.

Another icebreaker deals with expanding our repertoire of describing feelings, such
as humiliated, irritated, eager. Write each feeling on a separate index card, shuffle the
cards, and have each participant draw a card; then, one by one, act out the feeling until
someone in the group guesses what it is.

PROCEDURE FOR DEVELOPING A WORKSHOP PLAN

The procedure we use for creating a training plan for a school or community
organization is as follows. First a request comes into the Center and an experienced
CDRC Team Leader is assigned to the project who then makes an appointment to talk
with site personnel. Usually the Team Leader invites another volunteer to join with
him/her, either an apprentice or another experienced volunteer. This Needs Assessment
session is to determine what kinds of conflicts the school or organization is
experiencing; the range of knowledge and experience in communication and problem
solving the staff has; what expectations, anxieties, time constraints exist; how conflicts
are usually handled, including discipline; what the general climate of the workplace is,
etc.

Next, this information is used in a Planning Session during which the Team Leader
and other volunteers assigned to that project review the assessment information. A
Sequence of Instruction is created that best seems to meet the conflict management
needs of the group to be trained and the logistics, such as time constraints and schedule.
When fleshed out, a draft is sent for review to the site representatives (whom we call the
Anchor) along with a copy to the administrator of the school for information and
reactions.

- The Team Leader revises the Sequence of Instruction if necessary and works out the
logistics for the training with the Anchor. A simple contract in the form of a letter is
drawn up, specifiying the responsibilities of the CDRC Team and the Anchor, as well as
the cost. We charge a $50 an hour fee for the training which helps to finance the costs of
operating the Center.
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Assistance is provided to the school in seeking financial support from a local community
business or individuals. No one is denied service on the basis of funding.

Training is presented, followed with evaluation by participants, the Anchor and trainers. A
brief report is written by the Team Leader, filed in the Center office for future reference, and sent
to the site administration and Anchor.

Our trainings to date have varied from an eight one-hour series with educational assistants
(teacher aides) atamiddle school to two three-hour sessions with a private non-profit school to a
one-and-a-half hour presentation to a parent-teacher group.

Here is an example of a fifty minute Sequence of Instruction that we used in assessing personal

modes of dealing with conflict.

1. Distribute the handout on "Adult Modes of Dealing with Conflict: Self-Assessment" asking
each participant to fill it in. See Figure 1 (TIME: 20 minutes) Share with a partner.

2. Distribute and discuss a handout on "Styles of Conflict". There are different versions of
styles. (One of several that we use is found in MANAGING CONFLICT: A Curriculum for
Adolescents. Albuquerque: New Mexico Center for Dispute Resolution 1989.) See Figure2.
(TIME: 15 minuses).

Using the handout on "Styles of Conflict," have each participant ascertain whether they seem
to have a dominant mode of responding to situations similar to those in the first handout or
instead, use several styles. (We often use a longer version of these examples, and will vary the
items depending on the group.) '

3.  Share tendencies in the group as a whole, discussing the range of differences. (TIME: 15
minutes)

Facilitators discuss that no one mode is suitable in all situations; each has advantages and
drawbacks. The challenge is to "find" the most appropriate response.

Figure 1 - ADULT MODES OF DEALING WITH CONFLICT: SELF-ASSESSMENT

Please be BRIEF in your answers.
1. When someone borrows a lawnmower or a book I treasure, and doesn't
return it,
How 1 feel is
What I do is

2. When a dose friend breaks a confidence,
How I feel is
What I do is

3. When a student is defiant,
How I fell is
What I do is

4. When other staff members don’t listen to my ideas,
How I feel is
What I do is

- 5. When kids at school get into a fight,
How I feel is
What I do is
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Figure 2 - STYLES OF CONFLICT

DENIAL You may choose to ignore a problem or situation thinking "Everything
is okay. There's nothing wrong."
Someone asks, "What's the matter? What happened?
You respond: "Nothing. Never mind. Leave me alone."

Or, "Who, me? I didn't say that. It's not my fault."

AVOIDANCE  You walk away from the problem. You go out of your way

to stay away from a person.

CONFRONTATION You choose to verbally attack someone else or their ideas
through name-calling, antagonizing, bullying, belittling,
criticizing or using put-downs. This may lead to physical

fighting or abuse.

PROBLEM SOLVING  You choose to ‘talk over the problem and work together to

come up with a solution that everyone can live with.
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Sooner or later all the peoples of the world will have to discover a way to
live together in peace, and thereby transform this pending cosmic elegy into a
creative psalm of brotherhood. If this is to be achieved, man must evolve for all
human conflict a method which rejects revenge, aggression and retaliation. The
foundation of such a method is love.

Martin Luther King, Jr.

THE PHOENIX/TALENT SCHOOL DISTRICT FOUR-YEAR PROJECT

Creating safe, caring schools is a major strategy being used to prevent violence. In
some regions of the United States, partnerships have been formed to teach staff,
students, parents and members of the broader community vital skills of effective
communication and problem solving. .

A recent example of a partnership is the coming together of the Rogue Valley
Commission on Children and Families, the Phoenix/Talent School District, the Boys.and
Girls Club of Rogue Valley, and the CDRC. These four agencies joined in writing a
proposal for funding from the Edward Byrne Memorial State and Local Formula Grant
Program. Federal monies are allocated annually to be used for combating drug abuse
and violent crime. Each year in Oregon, the Governor establishes a focus for the use of
these funds, one of them being School Based Violence Prevention Education for the
1996 year.

In preparation of the grant proposal, a review of research studies and change
strategies was done. One particularly helpful reference was from Hawkins, SOCIAL
DEVELOPMENT STRATEGY, 1993, which identified Risk and Protective Factors for
Juvenile Delinquency. See Figure 3.

Jackson County residents hold the vision of attaining a community that is safe and
healthy. County-wide health and safety benchmarks have been adopted which include
one to reduce the county's juvenile crime rate. An integral element of the community's
plan is the inclusion of Community Prevention Strategies which create a coordinated,
school-based continuum of care to youth who are not yet involved in the juvenile system
or who are at high risk of juvenile delinquency. The overall goal is to reduce the number
of youth who use violence as a means of conflict resolution.
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FIGURE 3- RISK AND PROTECTIVE FACTORS FOR JUVENILE

DELINQUENCY
Category Risk Factors Protective Factors
Individual alienation, lack of bonding to resilient temperament, positive

society, poor impulse control, attitudes,  prosocial family,
early onset of problem behaviors.  problem solving skills

Family substance abuse, child abuse, bonding wit prosocial family
family conflict, parental rejection, members, provision of clear
in-adequate  supervision, single standards for behavior by the

parent families. family

School early academic failure, lack of bonding with teéchers,
commitment to school, anti-social commitment to school
behavior

Peer Group friends involved in crime and healthy friendships  with
violence prosocial peers

Community poverty, high rates of drug abuse clear standards for behavior and
and crime, low neighborhood recognition of positive behavior
attachments, availability of drug
& weapons

Several studies have found that participation in extracurricular activities or clubs can
be an important informal source of support (Garmezy, 1983; Wemner & Smith, 1983).
According to a Columbia University study, Boys and Girls Club programs have reduced
Juvenile crime rate by thirteen percent (Mender, 1995). The efficacy of peer mediation
and conflict resolution has not been determined because of a lack of research. The
"Resolving Conflict Creatively Program" developed by the Educators for Social
Responsibility has been reviewed and shows promising results.

The Phoenix/Talent School District has one high school, a middle-school, and three
elementary schools. The new four-year project begun with the middle school, and after
some intense preliminary planning, the five Science/Health teachers have committed
themselves to directly teaching sixth, seventh, and eighth grade students the skills of
communication and problem-solving essential to conflict management. About one-third
of the rest of the teachers have asked to be part of the first year of training in which they
will learn ways to integrate conflict management skills and concepts into their regular
curriculum. Training begins January 13, 1997.

The CDRC has the responsibility to train both groups of teachers. The curriculum
will combine teaching strategies drawn from CDRC's Curriculum Manual (1996),
Conflict Resolution in the Middle School: A Curriculum and Teaching Guide published
by Educators for Social Responsibility (ESR); and Managing Conflict: A Curriculum Jfor
Adolescents from the National Resource Center for Youth Mediation in New Mexico.

The overall strategy for change is an excellent one which is being adapted from
ESR's program "Resolving Conflict Creatively". Their program is based on the premise
that human aggression is a learned behavior, taught through example and reinforced by a
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culture that glamorizes violent responses to conflict. Conflict, with its roots in
competition, poor communication, and miscalculation, is a normal part of life. In itself,
conflict is neither good nor bad. It's how we respond to it that is functional or
dysfunctional, appropriate or inappropriate, excalating or de-escalating of conflict.
Linda Lantieri, Director of ESR's Program states, "we need to demonstrate that the
highest form of heroism is a search for creative non-violent solutions."

The strategy includes 20 hours of training for the teachers instructing students
directly in the shills of conflict management and six to ten classroom visitation and
mentoring sessions for each of these teachers. They will do frequent debriefing and
sharing during their common planning period. The teachers who will integrate conflict
management into their regular curriculum will have an initial training session of six
hours, followed by frequent two-hour opportunities to study the curriculum materials
which CDRC volunteer staff will select for them based on their needs. All participants
will be encouraged to adapt and create "lessons" that come from the real conflicts
students, staff, parents, and community are experiencing. All participants will come
together every four to six weeks to share their successes, glitches, questions, and ideas.

Staff of the Boys and Girls Club will be a part of the training process. By the end of
three years, the entire middle school staff and many parents will received training; the
high school staff will begin theirs in the third year; and the elementary schools'
personnel will become full partners in the program by the fourtth year. It is anticipated
that the local governing bodies, businesses and service organizations will be fully
informed of the program, and that many of their members will become a part of the
training. It is our vision that whole communities will use effective conflict management
skills in the resolution of problems before they escalate into violence and crime--a
worthy goal indeed!

DEALING WITH DIVERSITY: THE USE OF STORY TO EXPAND EMPATHY

VECS is an acronym that means validating (V), empathizing (E), clarifying (C),
summarizing and synthesizing (S). As trainers and teachers work with people to expand
their responsiveness to these four qualities, it is productive to focus on each one in ways
that help participants connect their own personal experiences to each quality. One
technique is to share personal experiences. With respect to empathizing, the story that
Sara Holbrook wrote last year in an essay contest at Ashland High School in southern
Oregon is illustrative. Sara entitled her essay "The Silent Intolerance." Excerpts from
her essay follow.

"Because tolerance for differences is achieved through the images and ideals taught
to you as a child, I looked to my first introduction to intolerance and instantly thought of
Billy. . His weight had fluctuated for years but he'd always been different from everyone
else' and no one let him forget it. From the first day he walked into class [kindergarten],
and joined the circle in the center of the room, he was nicknamed Chunk. . . Though at
this point, the bullies were small, their taunting words were not, and soon it wasn't just
children anymore. Any time parents would come into the classroom to help, even they
would pin in the "subtle" prejudice. Whether it was a silent glance of disgust during
snack time or a smirk during gym, they found a way to make his life just a little more
difficult. As if this brutal torture wasn't enough to endure, Billy's own teachers
contributéd to making his world a little more trying by making jokes or just simply with
their eyes . . .

Throughout this entire ordeal, even though I felt bad for Billy, I just thought of him
as a typical overweight guy who probably ate a little too much and had fun with all of
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the jokes. But all of this changed one day when Billy's mother came over to our house to
visit with my mother, and I listened to what she had to say about Billy"s struggle.
Listening to her speak was like taking a glimpse into someone's broken heart. Through
the wall I heard a heart-breaking story of a three-year-old who accidentally swallowed
rat poison and nearly died, but instead was condemned to live with the frustration of a
damaged intestinal track and endless intolerance. It was that day in the fourth grade
when my eyes first opened and I truly woke up. I realized that for as long as I could
remember someone had been subjected to ridicule and total intolerance because of
something they had no control over. Because I was silent, I was part of the problem. . .

Though it may not be what most people think of when they think of intolerance, it's
what touched me, and it is important to realize that weight prejudice not going away. For
it truly is the quiet prejudice that is the most venomous and difficult to cure. It has
recently been proven that those individuals who are overweight in the United States
have a harder time receiving jobs, buying cars, and renting apartments than other more
physically accepted individuals. . . Whether it be weight prejudice, racism, sexism, or
any other form of intolerance, it is important to note that, by whatever name you call it,
any form of intolerance is hatred and can only be conquered with love and a pure
acceptance of one's self."

One way that we use stories in a training is to have participants get into groups of
four and share a personal experience that deeply moved and caused them to shift their
perspective about another person. In preparation, a story like Sara's could be told or read
and the group given time to reflect on their own life After each one shares an
experience, we ask the small group to select one of their stories to relate to the whole
group. After this, discussion of questions like

--What happened inside you as you listened to one another's stories?

--What feelings and insights did you have? .

--How might these kinds of understandings help make your school, workplace or

family more safe and peaceful?

Communication on all levels is necessary for survival in the twenty-first century and
beyond. One of the greatest communicative challenges facing us today is to develop the
ability to listen to our own inner visions, voices, imaginings, and dreams bearing
insights about human intellectual capabilities, and to accept the visions of children.

Beverly-Colleene Galyean

TEACHING TOLERANCE: ANOTHER APPROACH TO DEALING WITH
DIVERSITY

The Southern Poverty Law Center (SPLC) in Montgomery, Alabama, has produced a
video-and-text entitled The Shadow of Hate". More than 50,000 schools, universities
and civic organizations have requested the materials which expose students to aspects of
America's past which are often left out of history books. These facts challenge students
to examine their own attitudes and beliefs. Some schools have built entire tolerance
units around the SHADOW kit. A high school teacher in South Dakota describes her
unit: This packet was the foundation for my American Lit classes. I wove these stories
into the curriculum, and amazingly dynamic things happened! First some passiveness,
then polarizing, then anger, then learning to resolve conflict, then finding commonality
and levels of acceptance--making room for differences--that did not previously exist
within the classes. Students became kinder to each other, more conscious, more aware,
more honest, more communicative.
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The SPLC publishes a semi-annual journal called TEACHING TOLERANCE which
is mailed at no charge to educators. (Contact the Editor, TEACHING TOLERANCE, 4
Washington Avenue, Montgomery, AL 36104, FAX (205)264-3121.

Finding common ground and a common language will become an
increasingly essential goal. Academia can play a key role in the development of
an integrated model of theory, practice, and research.

Cheryl Picard

Another helpful group is NAME: an association for conflict resolution in education
at the National Institute for Dispute Resolution in Washington, D.C. NAME publishes a
bimonthly newsletter called "The Fourth R", and the June/July, 1996, issue (Valume 73)
is devoted to Building Caring Schools and Communities and presents multi-faceted
approaches to the problems of youth violence.

Cheryl Picard in her excellent article raises many of the key questions to be
addressed by Academia, such as, "At what stage in the development of conflict and its
resolution are we, and what role does theory play in this development?. . .What methods
of formal and informal education and training are currently being used in the field?
What are the short and long term effects of these methods? And how might we teach on
a larger scale?"

Dr. Picard is the Director of The Mediation Centre at Carleton University, Ottawa,
Ontario, Canada. The Centre is a teaching and research unit as well as a conflict
resolution service centre for staff, faculty, students, and off-campus groups. The faculty
is in the challenging process of rethinking traditional programing in order to meet the
needs of students and the realities of to day's university mileau. Cheryl Picard can be
reached at (613)520-5765. EVALUATION PLEASE: WHAT ELSE IS HAPPENING?

The National Resource Center for Dispute Resolution has recently published a
manual entitted SCHOOL MEDIATION EVALUATION MATERIALS. For ten years the
Center has been testing several evaluation Instruments for reliability and validity, and
revised versions of these instruments are found in the manual. They include a-Student
Observation Form, a Conflict Opinion Scale for Teachers, and a Student Attitude about
Conflict Scale. Sample items from each instrument are as follows:

Student Observation Form: (uses a rating scale from 1 (no, not at all) to 6 (yes, very
much)

#6 Is this student a good listener?

#10 Is this student able to verbally summarize another's ideas well?

Conflict Opinion Scale for Teachers:

#19 Student conflicts can be most quickly resolved by calling the student'
parents.
#31 In my school, a student often steps in first to resolve a dispute among others.

Student Attitudes About Conflict: (uses a scale of Strongly Disagree, Disagree, Agree,
and Strongly Agree)

#10 When people talk, I have a hard time paying attention.
#19 Other kids will think I'm afraid if I don't fight when someone makes me mad.
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CONCLUSION

As volunteers at the Community Dispute Resolution Center, we are committed to the
ethic of living by the skills and concepts that we teach. Confucius said: I hear and I
forget. I see and I remember I do and I understand.

We view our teaching and learning as lifelong. When an interpersonal conflict or
hurt feelings arise within the CDRC Cadre, we pledge to give one another honest, loving
feedback, striving to understand one another's point-of-view and intent. When debriefing
a workshop, we encourage the participants to share what worked for them, what didn't
work  for them, and suggestions for what might happen in the future. AND, when one of
us finds him- or herself unclear, confused, or buttons pushed, we promise to work
through our internal conflict. We believe that we can't teach with true clarity unless we
practice what we are assisting others to do.

Another saying of Confucius is:
Human beings draw close to one another by their
common nature, but habits and customs keep them apart.

The need to understand one another across our different backgrounds and
personalities is crucial in today’s world. Our hope is that if we learn to communicate and
problem-solve effectively at the personal daily life level, nations will be able to use the
same processes.

Angeles Arrien recently said in a workshop on Mentoring, that there are three forces
that affect each of us in our daily lives: the unifying force that is based in love, the
separating force of fear and sclf-doubt, and the integrating force that binds us all
together in this wondrous, mysterious, chaotic world.
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Zaidatol Akmaliah Lope Pihie (Ph.D) and Wan Zah Wan Ali (Ph.D)

Universiti Pertanian Malaysia
Malaysia

INTRODUCTION

Teachers are entrusted with the teaching and learning of future generations. With the
rapid changes of technology and life styles, the effectiveness of teacher education
programme is being scrutinized. Research has shown that teaching teas become more
complex that requires certain personal qualities among the teachers especially where
they are directly concerned with enhancing the learning process of their students.
Richards (1989) indicated that some of the characteristics shown as determinants of
good teaching were self- confidence, academic ability, prior experience, internal locus
of control and the belief that they were in control of themselves and their actions rather
than external forces.

Ryan (1982), stated that effective teachers do possess interpersonal skills and
positive personality characteristics Niemi (1985) found that student teachers with
introvert and conventional personalities did encounter problems during teaching
practice. The student teachers reported that practical teaching was exhausting and they
exhibited psychosomatic symptoms and consequently their performance during practical
teaching was considered poor. The study concluded that personality traits affected
student teachers' performances because the feeling of apprehension increased when they
realised there was no improvement m their teaching. In another study, study, (1987)
reported that, based on students' evaluation on teachers' personal characteristics, the
most effective teachers were seen to be non punitive, consistent and enthusiastic.

In view of these findings, it is imperative that more studies should focus on the
personality factors of student teachers for two main reasons. Firstly, since the
acquisition of knowledge and learning skills are much affected by the effectiveness of
teaching, student teachers' personality factors that facilitate that behaviour have to be
determined. Secondly, if the personality factors of effective teachers are well
substantiated, then future teachers can identified using personality inventory.

Method

a. The Respondents

The subjects of this study were 101 final year students from Universiti Pertanian
Malaysia (UPM) who underwent practical training in the final eighth semester. The
sample was based on the total responses received by mail. There were 44 girls (43%)
and 57 boys (56%). The age range was 21-44 years old and the age mean was 22.7
years old.
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b. Instruments and Data Collection

The Malay version of 16PF personality test developed by Cattell was used to,
generate data on personality traits. The reliability of the translated version of the test
was found to range between 0.70-0.90, when the test-retest was done within several
days. A 12 item questionnaire (Likert Scale) was developed to appraise students'
perception towards teaching practice. In addition, 3 open-ended questions were also
included to gauge the student teachers' opinion towards teaching practice. The
reliability of the questionnaire, using the Cronbach Alpha, was 0.88. The 16PF test
was administered before the student teachers left for their practical training. The
questionaire was posted to the respondents at the end of their practical training.

The student teachers' academic performance was measured by using their
practical training grade and cumulative grade point average (CGPA) for the
academic year.

Results and Discussion
a. The Personality Factors and Practical Teaching Performance

The stepwise regression analysis result (Table 1) indicated that only personality
Factor E as contributing significantly to the teaching performance of the student
teachers. The multiple R value (R=0.33, p <.05) showed am average relationship
between personality and teaching performance. The R? value was .2281 which shows
that the personality Factor E contributed 23% to the variation in teaching

performance.
Table (1)
Stepwise Regression for Dependent Variable Performance
Variable Beta Standardised t P
(Personality) Beta
Factor E 2023 .3286 2.826 .006
Constant 64.6483  64.6483 19.749  .000
Multiple R=.3286 Adjusted R? = .2281
F value = 7.9866 ‘ Significant F=  .0062

Factor E personality is characterized by assertiveness, confidence and the ability to
think independently, but at the same time aggressive, competitive and stubborn. These
personality characteristics correlated significantly with good teaching performance.
However, on the other hand, submissive personality such as dependent, anxious for
obsessional correctness, and docility show symptoms of neurotic syndromes.

b. Personality and Student Perception toward Teaching Practice questionnaire.
The students' perception towards teaching practice was appraised by the 12 item

In general it was found that the student teachers' perception towards teaching was
positive (mean-1.93, SD=0 33).
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The correlations between students' personality and their perception toward
teaching practice ranging from .12 to .35. However, the significant correlations are
Factor B. Factor C, Factor H and Factor E. The magnitude of correlation is indicated
in Table 2.

- Table (2)
The Relationship Between the Student Teachers' Perception Towards
Teaching Practice and Their Presonality Traits,

Personality r p
Factor B .25 .01
Factor C ’ =25 .001
Factor H =24 .5
Factor E .29 01

* Personality Factors ( Appendix ).

There was a positive and significant relationship between personality Factor B
(r=.25, p<.01) and Factor E (r=.29, p<.05) and perception towards teaching practice.
Factor B indicated high scholastic mental ability such as quick to grasp ideas, fast
learner and intelligent while Factor E stated that a person is self assured, assertive and
dependent-minded. According to the open-ended response on the Perception Inventory,
the student teachers mentioned that on the whole they enjoyed teaching practice and
found their experiences very useful especially on the knowledge gained in instructional
techniques and classroom control. Teaching practice had in fact roused further interest in
the teaching profession

However there was a negative relationship between personality Factor C ( (r=.25)
<.001) and Factor H (r=-.24, p<.05)) and perception towards teaching practice. Factor C
showed a fretful person, easily annoyed and active in dissatisfaction while Factor H
indicated a personality that is shy, cautious, withdrawing with inferiority feelings. From
the student teachers' responses to the Perception Inventory, it was found that some of
them said that the teaching load was heavy, they were exhausted, they could not utilise
the teaching aids effectively, did receive cooperation from the guidance guidancce
regarded as "outsiders" by the school teachers, the teaching practice span was too long,
lesson plan preparation was laborious and they could not teach effectively On the whole
these student teachers did not find teaching practice a useful and educative experience

¢. The Personality Factors and Academic Performalice
Student's CGPA for that particular year of study is used as the indicator for academic

performance. Based on the stepwise multiple regression analysis, Factor r and Factor
L contributed 24% towards the academic performance variance (Table3).
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Table (3)
Stepwise Procedure for Dependent Variable Academic Performance

Variable Beta Standardised t P
(Personality) Beta
Factor H -.0429 3149 -2.69 0.008
Factor L .0394 2555 2.186 0.0321
Constant 2.965 3.007 0.0036
Multiple R=.3412 Adjusted R? = .2407
F value = 4.677 Significant F=  .0124

Table 3 shows that personality factors H and L were factors that contributed
significantly to the variation in academic performance of the student teachers. Based on
these findings, the academic performance can be predicted using the regression formula:
CGPA= -.0429(Faetor H) + 0.394 (Faetor L) + 2.965. This formula significantly
predicted the student academic performance (F=4.677, p<.0124)

The characteristics of the personality Factor H. such as being restrained, withdrawn
and shy showed lower academic achievement as compared to those student teachers
were bold, uninhibited and and spontaneous The of the personality Factor L, such as free
of jealousy, adaptable, cheerful and concerned about other people showed good
academic performance.

In general, it can be summerised that student teachers with good personality and
good academic performance showed positive perception towards teaching practice as
compared to those with opposite personality traits and weaker academic performance.

Implications and Suggestions

To some extent teaching practice is not perceived well by a certain number of
student teachers. Therefore, these trainees must be well informed of the importance of
this professional training and a mental set on problems during teaching practice. The
notion that trainees should be looking forward to teaching practice should be ingrained
in them so that they would not be intimidated by it.

Since personality factors affect student teachers' perception towards teaching
practice, then the trainees who perceive teaching practice negatively can be duly
identified. To do that identification, perhaps certain measures should be formulated.
Among others a diagnostic instrument containing evaluative items to evaluate student
teachers could given due consideration. Major categories could be incorporated such as,
personal traits, professional competence, student-teacher relationship and classroom
management. An inventory of student teacher traits could also be looked into asa
summative evaluation. A checklist could also be prepared to contain a comprehensive
set of knowledge, skills and attitudinal behaviour pertaining to quality student teaching
(Ediger, 1987). A checklist is useful in the sense that it can be regarded as a flexible
method of evaluating that can generate additional comments on the student teaching
progress.

Based on the findings, it was found that some Personality factors correlate with
teaching performance during teaching practice. These findings are in line with other
findings which suggest that personality factors affect teaching performance. Therefore
further research has to be conducted to answer questions such as what criteria should be
used in selecting, training and hiring of teachers, and when these measures should be
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taken; at the time of entrance to the teacher preparation programme, or at the end of
training and at the time of certification (Olstad, 1988). .

Since the findings suggested that some personality factors affect teaching
perforinance, teacher trainers should be sensitive to the trainees' personality so that a
complete supervision plan can be devised such as: system of advising, quality
interactions and motivation techniques in accordance with the personality of the student
teachers so that the trainees can easily internalise positively the suggestions to improve
their teaching performance.
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Less Intelligent, Concrete-thinking
(lower scholastic mental ¢ capacity)

The person scoring low on Factor B teud.
to be slow to learn and grasp, dull, given to
concrete and literal interpretation. His
dullness may be simply a reflection of low
intelligence, or it may reperesent poor
functioning due to psychopathology.

Affected By Feelings, Emotionally
Less Stable, Easily Upset
(lower ego strength)

The person who scores low on factor C
tends to be low in frustration tolerance for
unsatisfactory conditions. changeable and
plastic, evading necessary reality demands.
neurotically fatigued, fretful, easily
emotional and and annoyed, active in
dissatisfaction, having neurotic symptoms
(phobias, sleep disturbances
psychosomatic complaints, etc.). Low
factor C score is common to almost all
forms of neurotic and some psychotic
disorders.

Humble, Mild, Accommodating,

Conforming
(submissive)

The person who scores low on Factor E
tends to give way to others, to be docile,
and to conform. he is often dependent,
confessing, anxious for obsessional
correctness. This passivity is part of many
neurotic syndromes.

Appendix
Descriptions of the relevant Personality Factors (Cattell)

Factor B

\{)

More Intelligent, Abstract-thinhng
Bright
(higher scholastic mental capacity)

The person who scores high on Factor B
tends to be quick to grasp ideas a fast
learner, intelligent. there is some correl
ation with level of culture, and some
with alertness. High scores contra
indicate deterioration of mental functions
in path ological conditions.

Factor C

\{)

Emotionally Stable, Faces Reality,

Calm, Mature
(higher scholastic mental capacity)

The person who scores high on Factor C
tends to be emotionally mature, stable,
realistic about life, unruffled, possessing
ego strength, better able to maintain solid
group morale. Sometimes he may be a
person making a resigned adjustment to
unsolved emotional problems.

Factor E

\{)

Assertive, Independent, Aggressive
Competitive, Stubborn

(dominance)

The person who scores high on factor E
is  assertive, self assured, and
independent- nt-minded. He tends to be
austere, a law to himself, hostile or
extrapunitive, authoritarian (managing
others), and disreg arcs authority



Shy, Restrained, Diffident, Timid
(threctia)

The person who scores low on this trait
tends to be shy, withdrawing, cautious,
retiing, a ‘wallflower” He usually has
inferiority feel ings. He tends to be slow
and impeded in speech and in expressing
himself, dislikes occupations with personal
contacts, prefers one or two close friends
to large groups, heand is not given to
keeping in contact with all that is going on
around him.

Suspicious, Self-opinionated,

Hard to fool

(protension)

The person who scores low on factor L
tends to be mistrusting and doubtful. He is
often involved in his own ego, is
self-opinionated and interested in internal,
mental life. He is usually deliberate in his
actions, unconcerned about other people, a
poor team worker.

Factor H

VS Venturesome, Socially-bold,
Uninhibited, Spontaneous

(parmia)

The person who scores high on Factor H
is sociable, bold, ready to try new things
spontaneous, and abundant in emotional
response. His.'thick-skinnedness" enables
him to face wear and tear in dealing with
people and grueling emotional situations,
without fatigue. However, he can be
careless of detail, ignore danger signals,
and consume much time talking. He
tends to be "pushy" and actively
interested in the opposite sex.

Factor L
VS Trusting, Adaptable, Free Jealousy,
Easy to Get on With
(alaxia)

The person who scores high on factor L
tends to free of jealous tendencies.
adaptable, cheerful. un-competitive.
concerned about other people, a good
team worker.
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KNOWLEDGE RESTRUCTURING AND TEACHER CHANGE IN
THE CONTEXT OF A TRANSDISCIPLINARY CURRICULUM

Tamar Levine and Yael Nevo
Tel Aviv University, School of Education
Israel

INTRODUCTION

We live in an era of rapid social, political, economic and technological change which
affect all arcas of human activity. Such a dynamic world, characterized by pluralism,
ambiguity, information flow and easy accessibility to information, demands mayor
changes in its educational systems, if schools are to be both relevant and influential. An
important challenge for educators is therefore to find new and appropriate ways to deal
effectively with the changing nature of knowledge, culture and society. A part of this
challenge is to reassess the needs, beliefs, interests, knowledge areas, traditions and
values of individuals and groups. Such considerations are likely to require a
restructuring of educational goals and processes, namely by effecting changes in the
school curriculum.

Undoubtedly, teachers, nowadays, play an important role in this search for new
educational meaning and new curricular thinking and practices. In fact, the teaching
fraternity is recognized as a vital link in curriculum improvement efforts (Vanderberghe,
1984) and as the agent or channel for curricular reforms (Ben Perez, 1994). However, a
basic condition for successful curriculum redesign requires a change in teachers'
educational perspectives. According to Cohen et al (1990), for example, current views of
teaching and learning constitute an important obstacle in attempts to change patterns of
classroom interaction. Strauss (1993) demonstrates that the mental model teachers have
regarding the mind of a child and and how children learn resembles Atkinson & Shiffrin
's (1968) information processing model of learning and memory. Challenging these
beliefs therefore becomes one of the mayor goals in education reform (Prawat, 1992;
Zitlow, 1990) and should be a mayor element in the design of teacher education
programs and inservice training (Strauss, 1993).

Research on teacher thinking has documented the fact that teachers develop and
retain implicit theories about their students, the subject matter they teach, their role, and
about learning and instruction (Kagan, 1990). Implicit theories are typically eclectic,
based largely on previous practices and tend to be robust, idiosyncratic, and incomplete
(Clark, 1988). Although teachers are not always aware of their own theories (Strauss,
1993), these theories have potentially important implications since they influence
teachers' perceptions and judgments, which in turn affect classroom practice and the
extent to which teachers are open to modifying their theories (Clark & Peterson, 1986).
The implication is that if our goal is to redesign instruction and curriculum on the basis
of a new conceptual approach (e.g. the constructivist paradigm), there is a need to help
teachers develop new theories or new cognitive (mental) lenses through which to view
both the world of education and their own profession.

Getting people to change their beliefs and knowledge is a difficult proposition, and
teachers' are no exception. Moreover, teaching, like other professions, is far from
immune to the 'quick fix' solution or fad (Kennedy et al, 1995). We have learned from
science education that both scientists, adults and science students have a tendency to
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resist relinquishing prior or pre-instructional beliefs. Rather than abandon or modify
former beliefs in the face of new, conflicting data and ideas, they often staunchly
maintain old ideas and reject or distort new ones (Chine & Brewer, 1993, Strauss, 1993).
With respect to teachers, this begs the following questions: Would teachers learning a
new curricular paradigm present a similar cognitive behavioral pattern when faced with
a different curricular approach? How would they respond to contradictory assumptions
and expectations regarding basic principles of learning, teaching, curriculum planning,
educational goals, etc.? Why will one teacher remain enthusiastic, open to learning,
highly and mindfully committed to growth, and another teacher not? This study
addresses these issues. It describes the knowledge restructuring and change processes
occurring in teachers who participated in a project .aimed at enhancing the idea of
engendering a constructivist-based approach to curriculum using the transdisciplinary
web. More specifically, we describe teachers' knowledge restructuring and change
processes occwrring as a result of a paradigm  shift from a
"product-transmission-discipline-based" curriculum approach to a "constructive-based
transdisciplinary " curriculum paradigm (Levine & Nevo, 1996).

A substantial body of psychological and educational literature concentrates on the
processes involved in the acquisition of new knowledge within a prior-knowledge
framework. Some studies focus on factors that influence or lead to a cognitive change,
while others describe and explain the kinds of cognitive changes that occur in
individuals following a learning experience. Strike and Posner (1982) for example
suggest three necessary conditions for successful conceptual change: dissatisfaction with
existing beliefs and knowledge's; finding a proposed alternative approach both
intelligible and useful in extending one's understanding of new situations, and
calculating ways of linking the new beliefs to earlier conceptions. When dealing with
kinds of cognitive change, Rumelhart & Norman (1981) suggest three kinds of possible
change that take place in existing schemata as a result of new learning and experiences:
accertation, tuning and restructuring. While the first two involves accumulation of
factual data, or elaboration of data within an existing schema (knowledge structure),
only the restructuring kind of change involves the creation of a new knowledge
structure.

Fewer studies, however, have explored the nature of processes or mechanisms which
allow the acquisition of new knowledge and ultimately lead to the creation of new
knowledge structures (Vosniadou & Brewer 1987). Influenced by research in the area of
science education, the attempts of Vosniadou and Brewer to describe such processes or
mechanisms led to the notion of weak and radical restructuring. Their research
introduces a distinction between weak and radical restructuring reminiscent of the
difference between theory change (weak) and true paradigm shift (radical). While weak
restructuring' refers to the processes involved in the articulation of an existing paradigm
that may result in a theory change (i.€ enrichment and elaboration), it is only when these
attempts fail that a true paradigm shift namely radical restructuring, occurs.

A thorough analysis of possible changes in cognitive processes, including
restructuring processes, has been offered by Chinn and Brewer (1993) who were
influenced by the role of anomalous data in scientific revolution (Humphreys, 1968;
Kuhn, 1962 ). Their model represents a detailed analysis of the ways in which scientists
and science students respond to anomalous data, that is, to scientific information that
contradicts current theories held by a person. They suggest the presence of seven basic
responses to anoimnalous data: ignoring, rejection, exclusion, abeyance, reinterpretation,
making peripheral change, and finally, theory restructuring. The most extreme way to
dispose of anomalous. data is simply to ignore it, whereas the strongest effect that
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anomalous data can have on an individual is to impel the individual to change to a new
theory. While one can view Chinn and Brewer's model as a classification scheme of
possible responses to anomalous data, we believe it could also be viewed as a
continuum, or change process that an individual may experience when faced with new
or conflicting theory. The later view may be of value in assessing cognitive growor
restructuring processes, and it is indeed the approach we took in conceptualizing teacher
change and knowledge restructuring.

While the models mentioned above relate to learners of new knowledge in general
and to scientists and science students in particular, Soter's (1995) model is unique for us
as it deals specifically with the restructuring processes that occur when teachers are the
learners. Influenced by Vygotzky's (1978) notion of "Zone of Proximal Development",
Vosniadou & Brewer's (1987) restructuring concept, and Schon's (1987) theory of
reflectivity, Soter suggests a model that enables her to signal the different levels of
assimilation and accommodation of new knowledge, in the context of a teacher's reading
and writing instruction. The model elaborates specific manifestation of weak and radical
restructuring using the concepts of reflective attention, dissonance and disequilibrium.
We were inspired to develop the model further through the addition of dimensions
considered helpful in understanding the processes of teachers' knowledge restructuring.

Despite the variety of existing models describing the developmental stages, schemes,
and processes that teachers are likely encounter when faced with educational change, it
is well accepted that knowledge growth and knowledge restructuring are more
idiosyncratic (Soter, 1995, Clark, 1 1988) and less systematic processes than any model
can describe. In the context of our project, we therefore decided to use a qualitative
methodology in order to deeply examine a few cases that, throughout their two years of
experience with a new curriculum paradigm, have manifested different profiles of
knowledge restructuring and change processes.

The present article focuses on four individual teachers with whom we worked for
two years. Intrigued by the differences we observed among the teachers, and challenged
by Soter's and Chinn & grower's models, we extended Soter's model with the aim of
describing and analyzing the set of characteristics that distinguish those teachers who
undergo radical cognitive change and peripheral change from those who have not yet
restructured their knowledge.

The study content

We are involved in a multi-year action-research project aimed at restructuring the
elementary school curriculum. The project is sponsored by the Israeli Ministry of
Education, Culture & Sport, and is in its third year of operation. Qur project team works
intensively in 3 schools and about 70 teachers participate. Work with teachers includes
workshops, group and individual consultation on novel approaches to curriculum,
leaming and instruction and also project team visits to classrooms. Constructivist
principles suggested by Darling-Hammond & McLoughlin (1995) and Lieberman
(1995) provided the basis for our approach to teacher counseling and instruction. A
more detailed description of the training procedure appears in Levine et al (in press).
This article delineates knowledge restructuring processes of four teachers following two
years of experience with the new curriculum approach.
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The Constructive-based Transdisciplinary Curriculum (CTC) approach

Two general characteristics differentiate the curricular approach advocated in our
project from a traditional approach to curriculum. First, it is a constructivist-based
approach and second, it is integrative rather than being discipline-based and using a
product-delivery approach to Curriculum. A constructive-based, often referred to as
"open system", approach, requires teachers to discard the notion of curriculum as a
being a "course to run", and think of it more as a network of important ideas to be
explored. In other words, the curriculum should not be regarded as a product to be
transmitted to students, but as a complex interactive process (Levine, 1995). The
integrative nature of the curriculum redirects the focus from discipline (well defined
contents and structures) to the student and reality. '

The transdisciplinary approach to the curriculum is one of several frameworks for
conceptualizing an integrative curriculum (Drake 1993, Jacobs, 1989). It is conceived as
a real-world approach emphasizing meaning and relevance through a life-centered
approach. Knowledge, within a transdisciplinary framework, is explored in real-life or
cultural contexts, and contents are determined by themes and students' interests, rather
than by predetermined guidelines (Drake, 1993). The approach is therefore characterized
by contextuality and relevance and a desire to engender an informed awareness of the
world. While other integrative approaches, such as the interdisciplinary or
multidisciplinary approaches, involve differing degrees of commitment to the structure
of the disciplines (Jacobs, 1 989), the starting point of the transdisciplinary approach is
the relevance and authenticity of knowledge and information that students have within
their literal environment. This is reflected by the fact that the transdisciplinary
curriculum addresses important intellectual and cultural issues, with focus on the human
being and life.

When constructivist-based principles are embedded in the transdisciplinary
framework, the curriculum also becomes characterized by dynamic, flexible
system-oriented thinking and authenticity, involving creative collaboration between
students and teachers in bringing attitudes, emotions, values, and knowledge to bear on
learning and teaching. It also involves complex questions and questioning and the
application of a rich repertoire of thinking processes and knowledge. As such, it is not a
closed system of proscribed, predetermined processes intended for transmission by the
teacher, linearly, from beginning to end (Brown et al., 1989, Drake, 1993, Levine, 1995,
Spiro et al., 1991), but a doorway to adventure, to ultimately undefined paths, to the best
possible learning and development processes for engaging both the student and the
teacher.

Designing a constructive-based transdisciplinary curriculum requires open
mindedness and daring on the part of teachers, together with a great degree of flexibility
in handling classroom dialogue. It asks for tremendous involvement in the creation of a
personal and student-driven curriculum in a seemingly unending and difficult process.
The following seven characteristics describe the main attributes we regard as responsible
for making the constructivist-based, transdisciplinary curriculum unique and different
for teachers:

a) It is contextual rather than discipline-based, b) It is conceptual rather than
content-based and therefore uses discipline-based contents and strategies as its
data-bases rather than its targets, ) It is dynamic, interactive and rather fuzzy instead
of well-defined and precisely planned; d) It is a process of constructing meanings of
both teachers and students, rather than the implementation of a product (directed by
a teacher) for a pre-defined end.; e) It values and builds on diversity and
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particularity (in terms of students, classes and teachers; thinking modes etc.) rather
than accepting standardization; f) It encourages teachers and students to use different
kinds of thinking (spontaneous, intuitive, associative, creative) in addition to
rationale and systemic thinking, g) It places greater emphasis on reflection-in-action
and on teachers' and students' personal knowledge (beliefs, attitudes, personal
values) rather than focusing mainly on planning and technical rationality.

Methodology

Our analysis of the four cases is based on three different sets of data: teacher
Interview, student response to open questionnaire or interview, and teacher response to a
closed questionnaire. Interviews with teachers and their students were open and
unstructured, and aimed to reveal feelings, thoughts and insights concerning their new
experience in the CTC. We asked them how the CTC was different from their earlier
experiences, what had they learned about themselves, their peers, their teacher (in the
case of students), what is learning, etc.

As we had selected a random sample of only 6 students from almost every
classroomfor the interviews, we asked similar questions of the entire class in the open
questionnaires. The structure of the closed teacher questionnaire was inspired by the
Chinn & Brewer model of knowledge restructuring. We regarded their classification as
stages in a continuum and adapted the meanings of these stages to achieve ¢ greater
relevance to our study (see Figure I ). We also added a dichotomous dimension to each
stage, structured as a semantic differential. The data gathered from the closed
questionnaires were highly consistent with those obtained from the open questionnaires
and interviews. Analysis of the data from the open/unstructured and structured
instruments enriched our understanding of the teachers' knowledge restructuring
processes. As the analysis proceeded, we sensed that the closed questionnaire had a
unique and important contribution to make as it a) provided a clear and concise picture
of the process each had undergone, b) sharpened and enlightened teachers' personal
beliefs, insights, perceptions and feelings; e) provided a unique profile of each teacher's
change process, and d) helped us identify the stage each teacher had reached in the
restructuring change process.

A framework for analyzing teacher change and knowledge restructuring processes

We mentioned earlier that two conceptual models - Soter ( 1995) and Chinn &
Brewer, (1993) assisted us in interpreting our observations, feelings, thoughts and
actions encountered during work with the teachers. The models enabled a view of the
learning process that embraced not only the teachers, but the project team as well. The
reliance on more than one model enriched us both conceptually and methodologically as
will be reflected in the results and discussion sections.

Our descriptive model of knowledge restructuring and teacher transformation serves
to develop the Soter model in two ways. First, by a broadening of Soter's dichotomous
(weak vs radical) classification of restructuring. The addition of two levels pertaining to
two qualitatively different patterns reflecting the absence of knowledge restructuring: a)
the unconscious resistance and b) the conscious objection. Unconscious resistance could
reflect the behavioral pattern described by Chinn and Brewer (1993) as involving either
the "exclusion of the new data" or the "reinterpretation of anomalous ideas”. In the
context of our study unconscious resistance is taken to mean the reinterpretation of an
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alternative curricular perspective to suit one's own (traditional or progressive)

perspective.

Radical Restructuring

Creation of new

Table (1)
A Framework for Analyzing Change and Restructuring Processes in Teachers
(Expanding Sorter’s model - expansions in italics)

Weak/Peripheral
Restructuring

Accretion, tuning

Conscious Objection

Unconscious

Abeyance: curiosity,

Resistance

Static state: no

knowledge structures understanding & changes of knowledge

(theories) readiness increase structures (theories)
slightly

Efforts to resolve Maintenance of old Maintenance of

anomalies fail with knowledge Readiness to reassess _former knowledge

old structures through old knowledge structures as

structures accommodation structures "innovations"

Reflective attention is  Reflective attention No evidence of

high is low Considerable reflective attention
reflective attention

Tolerance of

No awareness of

dissonance is low Tolerance of Tolerance of dissonance
dissonance is high dissonance is low

High tolerance of Maximum

disequilibrium Low tolerance of Tolerance of maintenance of
disequilibrium disequilibrium equilibrium

Interactions with increases

others are cognitive
& social-based

Interactions with
others are mainly
social-based

Interactions with
others are social &
emotional-based

Interactions with
others are mainly
emotional- based

Examples of Specific Manifestation

Overall conceptions/  Overall conceptions/ Change of theories “povative”
theories change or theories do not change & conceptions is heories &
new ones adopted rejected conceptions “need
not change”
Existing knowledge  Assimilation/ Maintains old Maintenance  of
structures change Accommodation Conceptions/ former concepts/
within existing theories while theories as
knowledge structure reassessing them “innovations”
Teacher/ student Teacher/student roles  Teacher/student Teacher/student
roles change do not change roles do not change  roles do not
change
Changes in Classroom Classroom Classroom
classroom organization does not  organization does organization does
organization change significantly not change not change
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Cont. Table (1)

Purposes of Purposes of Purposes of  "mnovative”
instruction & instruction & learning  instruction &  purposes of
learning goals goals change learning goals not  jnstruction &
change significantly change learning goals do
not change
Teacher explores Easily accommodated  Teacher holds the Teacher holds
new ways in which aspects of advocated old safe & well- former
advocated practices  practices are adopted  known  practices, “innovative” &
can be adopted in skeptic about new idiosyncratic
their own classroom ones practices
Interaction mainly Interaction with  Interaction mainly Interaction mainly
with experts & colleagues, parents &  with colleagues with children
children the principal

The conscious objector's behavior reflects a kind of incubation (abeyance) and
represents a cognitive profile with a greater potential to change. In Kuhn's (1962)
description of scientific revolutions, this type of individual will perserve his or her initial
beliefs and knowledge and will place discrepant ideas in abeyance, promising to deal
with them at a later date. While, according to Chinn and Brewer (1993) such individuals
~assume that the theory they hold will someday explain the discrepant ideas, our example
indicates a somewhat more optimistic cognitive and behavioral pattern.

Secondly, we have added a dimension concerning social or environmental context to
Soter's original model. In particular, we added characteristics related to the various
"interactions with others” that a teacher initiates, maintains and appreciates. As far as
this aspect is concerned, we are in agreement with Vygotzky (1978) who highlighted the
importance of social context in meeting successful change. His disposition reflects the
idea that social interaction is a major force in the growth of human competence and has
a significant role in activating not yet fully developed cognitive functions that allow the
learner (in our case, the teacher) to perform on a higher level.

The model helped us in several different ways. It helped us organize the overall data
and impressions gathered through the two years of study, aided in cross-validating our
interpretations of the data and helped direct our attention to data worth exploring.

Results
Ann's Change Profile

Ann mainly teaches second and third grade and has 27 years of teaching experience.
Ann's restructuring change profile reveals (hat at the beginning of her exposure to the
CTC, she was quite curious and highly enthusiastic about it. Two years into the project,
we found that her curiosity increased, yet, her enthusiasm slightly decreased. This is,
however, consistent with her coming to realize that her familiarity with the CTC
approach was less than she had initially thought. While the sense of vagueness regarding
the new approach started to disappear, she was still not completely clear about it. While
at the initial stage she felt the approach required only a minor conceptual change, after
two years she acknowledged that the CTC required a major cognitive change. This was
accompanied by a slight increase in her assessment of her own personal change process,
which had been high right from the start.



Figure (I a) Ann

Indifference * % * * *Curiosity

Negative attitude * % * * *Pogsitive attitude

Novel * * * * *Familiar

Immature * % * * *Ready

Fuzzy * % % * *Clear

Minor conceptual change * * * * *Major conceptual change
No personal change * * % x *Personal change

Figure 1b: Betty

Indifference * & x x *Curiosity

Negative attitude * * x * *Positive attitude

Novel * * * * *Familiar

Immature * * * * *Ready

Fuzzy % %k %k Xk k Clear

Minor conceptual change * KOk kX Major conceptual change
No personal change * * * * *Personal change

Figure 1c: Carol

Indifference * * % % *Curiosity

Negative attitude *EE ok Positive attitude

Novel * * % % *Familiar

Immature * * * * *Ready

Fuzzy * ok ok k ok Clear

Minor conceptual change * ok ok k% Major conceptual change
No personal change * * * x *Personal change

Figure 1d: Carol

Indifference * % % * *Curiosity

Negative attitude * oKk ok X Positive attitude

Novel * * * * *Familiar

Immature * * * * xReady

Fuzzy * ok %k ok Clear

Minor conceptual change * Kk ok Major conceptual change
No personal change * * * x *Personal change

There is an impressive degree of internal consistency in Ann's profile, indicating
great coherence. Her profile presents a significant and complex change process. On the
basis of Soter's model, we concluded that Ann's profile provided an example of radical
knowledge restructuring. Ann showed a high level of capability when asked to reflect
upon her experiences, thoughts and feclings. She, exhibited consciousness of her need to
change more radically, awareness that her positive attitude toward CTC had lessened as
a result of her experiences with CTC, and was aware of a major change in herself She
also demonstrated a low level of tolerance to dissonance, (i.e. she showed increased
curiosity while acknowledging unfamiliarity), and sustained a high tolerance to
disequilibrium (a feeling of lack of clarity accompanied by a willingness to continue
learning).
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Ann's Voice

The specific manifestations of Ann's radical change were very clear from her
interview. Asked to reflect upon her new experiences, she demonstrated a change in
concepts and theories when she noted: "With the new approach, I can't predict what will
happen, or how things will develop, in the classroom...My own curricular thinking
occurs during classroom lessons and is very affected by what happens there ".

She also gave indications of an alteration in her knowledge structures, noting that:
"Whenever 1 taught integrative top/es, I dealt mainly with contents and did not touch on
important ideas, principles or concepts. This year has led me to realize and believe that
young children can think at a very high level of abstraction” ".

On the role of the teacher and the student, Ann redefined them thus:

"A teacher should listen carefully to what happens in the classroom and function at an
active listener, relating to their ideas. An attentive teacher facilities thinking m children.
A teacher has to let things happen, encourage open inquiries and provide opportunities
research and creativity. What happened in the classroom helped my own thinking, I
actually developed myself and and learned new things. It is exciting and challenging "
Her statements regarding new and desired instructional and educational processes
are most impressive and can be summarized in the following excerpts from her
interview: ' :
"Meaningful learning needs to be experiential, challenging and true to life (meaning
authentic and relevant) and should be action related. I visualize a new school with a
huge garden, with pats and plants and exploration centers all over the place. kids from
different grade levels learn together with newspapers, books, computers and experts
whom students can easily approach. "

Ann's view of the process of change is reflected in her conception of the teacher in a
learning capacity:

"We the teachers need to become a learning team. Learning should be experiential,
challenging, authentic and active; like life"

Quite often Ann referred to the way her social context affected her: When describing her
own learning process, she referred to her significant interaction others: "the kids
stimulated me fee! Very enthusiastic. They challenged me and gave me the strength to
keep going. 1 felt quite lonely and didn't act any input from my colleagues, In the main, I
looked to you (experts) for comment "

Ann's Students' Voice

The data obtained from Ann's students via an open questionnaire serve to
complement her own verbal testimony of radical change. When asked them whether
they had discovered anything new about themselves, their peers or their teacher, they
said : " discovered that when n look at something I can see very different and new
things. I learned that I can do much more than I thought. I learned that I can do
complex and difficult things,,. There were things that I knew (from outside school) and
suddenly, If found we were talking about it in school ",

When students were asked what they had learned about their peers they said: "kid
can do more than adults think they can. I discovered that everyone is different: one is
sensitive, one is enthusiastic, one loves, one is quiet, one suffers from allergies, one is
clean. Each one has completely different ideas ". Referring to their teacher they said:
"Yes, she learns prom us. She is learning with us, she likes to work with us, a teacher
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also learns, she can teach in a way that is not familiar to me, she helps us discover
things".

When asked to describe in what way learning through the transdisciplinary web is
different from the way they learn other subjects they noted: "we proposed the
questions and we did nor have books, the teacher did not know in advance what would
we learn while m other subjects she always knows, we participated in managing the
lesson, we brought up questions and ideas "

Summary

Ann's profile is an example of radical knowledge restructuring. It reflects
open-mindedness, dynamic perceptions and creativity. This teacher underwent a radical
change process wherein new knowledge structures were established, changes in
conceptions and theories took place, new ways to function were explored, and through
the conscious acceptance of change (with minor modifications) (Chine & Brewer, 1993,
Sotcr, 1995). This teacher shows that a process of a radical restructuring is not a naive
process. There is no simple move from a negative attitude to a positive one, nor from
unfamiliarity with the new approach to a total familiarity with it. Her profile illustrates a
complex process and highlights some of the difficulties involved, including the need to
go through a major personal change. Ann displays a high level of consciousness of the
processes involved in her change and demonstrates much coherence in her statements.

Ann feels quite lonely and receives little or no assistance from her colleagues Her
meaningful . interactions arc with students and outside curriculum experts. These
interactions arc attentive to authentic learning of her students and herself. The data
obtained from Ann's students served to cross- validate the data from her interview. From
both we may infer that the learning processes experienced in Ann's classroom are
meaningful, experiential and deep. Her radical knowledge restructuring and performance
is evident from her students understanding the significant differences between their
learning via the CTC and their regular classes, and the testimonies of their insights.
Ann's interactions with both students and experts are particularly meaningful as they are
cognitive-based and therefore enhance the learning processes of all involved. This
ensures that the process is dynamic, and serves as a mechanism for continuous
self-development. Clearly, Ann is a both teacher as well as a student. Teaching for her is
one more stimulus which facilitates a meaningful learning process.

Educators would like to see teachers as artists (Eisner,1991). We believe that Ann
exemplifies this ideal type of teacher. Indeed, both Soter and Chinn & Brewer maintain
that the apex of a restructuring, and change process is when a teacher is capable of
functioning autonomously and exploring new strategies and/or consciously accepts new
information and modifies some of its aspects,.

Betty's change profile

Betty is a teacher with 32 years experience, and mainly teaches 5th and 6th grade.
Her initial profile reflects an ambivalent attitude toward the new curricular conception.
At first she felt highly enthusiastic even though she did not feel ready for the CTC
approach. Two years into the study, she feels more ready for the CTC demands and her
attitude is more positive. She feels she needs only make minor changes in her
conception and that the issues at stake are clearer for her. Her sense of personal change
is consistent with other manifestations of change. However, her profile does not reflect a
high level of consciousness of the fact that the new curriculum approach requires a

(296)

300



major conceptual change. Betty's profile indicates low level reflective processes, high
tolerance to dissonance (she is clear about the approach, ready to act but also unclear
about it), and a low level of tolerance for disequilibrium (things are clear now and she
does not require to make dramatic changes In her current approach). We view Betty's
knowledge change profile as an example of a change process that is not simple, which
presents low awareness to a need for a radical conceptual change. According to Soter's
model, Betty represents a teacher who keeps old knowledge structures while adapting
specific instructional procedures (tunning & accretion), namely a profile indicating a
peripheral restructuring change. :

Betty's Voice

We found support for the fact that Betty had failed to change her basic concepts and
principles:  “I reverted to old working habits when I had to teach subject matter
contents. Learning is the acquisition of knowledge ....1 enjoyed it more when I was
expected to use prescribed teaching materials and not just follow with my thoughts
without any real idea of the direction I was supposed to take... "

She did however manage to assimilate new data into existing structures as we see
from her comment: "in the past I thought that there are subject to cover, that there is a
rigid structure namely a beginning middle and end. Today it is different. I think
differently, Boundaries have been broken down...I believe that one needs to plan, have a
Jframework, a path, but that these should have a flexibility that allows students ideas to
be incorporated ".

In Betty's eyes, the transdisciplinary curriculum, class organization and teachers'
roles did not changed much: "the kids would get on with it by themselves, and | would
think, 'It's no good, even dangerous',... when I don 't know how the lesson isn't going to
end, I get a feeling of helplessness, and I have to stop and then start again in a more
structured way. 1 had great difficulties getting rid of the subject’ areas (disciplines), I
was afraid kids would lose much because of this new approach, I realized I was wrong..
Once 1 felt I knew everything, I was almost Cod, today it 's different, the picture has
changed, I began learning from my students. They brought new kinds of knewledge into
the classroom”,

Based on what Betty said, she had changed in terms of having acquired fresh
conceptions of educational, leaming and instruction goals: "We are capable of
enhancing students' thinking we actually did it it is important Jo let students develop
their thinking in different directions. there is no single answer - there are several,
many,..the important educational skills are: ability to work with information and
resources; creative writing; reading skills for the sake of one's 's own development, soul
and imagination; ability to communicate and become a good listener”.

She also adopted some of the suggested curricular practices as she noted: " We dealt
with dilemmas: some' students read, some tried to come up with ideas, some questioned
written information and expressed their own opinions in writing. I feel good now and
the subject matter teacher' told me that students are referring in their lessons to the
conceplts they have learned ".

In her interview, Betty expressed great satisfaction with thsocial consequences of the
new approach, reflected in information gleaned from both her students and their parents:
"One  gairl, who had severe leaning difficulties began reading newspapers, she wrote to
people and interviewed them and worked seriously. When students began bringing
newspapers to class we started having good conversations which greatly affected the
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social relationships in the classroom.. Parents started calling me and complementing
me on the activities we are doing in class "

Betty's Students' Voice

Betty's students supported our interpretation of Betty's peripheral nature of
knowledge restructuring when they said: "the teacher had changed, the school principal
probably laugh' her. At first she had problems and was confused. We did not know what
to do either Later on, each student chose a project about a topic he likes and really
enjoyed i/. We had to think about ideas and problems that are important to us. But we
needed a lot of learning materials otherwise the lessons were bonny. We did the projects
and the teacher helped us. In the past we did not have these kinds of projects. We
enjoyed learning this way. It is fun, and it's easy because you know why you are doing
the work. It feels more meaningful .

When asked about themselves, students noted: "It felt like we carried on learning
even afler the lesson was over, learning spilled over into our every day life.. We learned
to think differently”.

Summary

Betty's profile represents the peripheral restructuring prototype. It is characterized by
dynamic development, involving the assimilation of new knowledge structures into
existing structures in a way that does not alter basic concepts and theories. Betty is
aware of how positively her own change affected her students, the classroom
environment, students' parents and the level of her principal's satisfaction. Because her
interactions with others are socially-oriented, and not cognitively driven, she is most
affected by social feedback, which reinforces her sense that the change she is
experiencing is positive and motivates her to carry on learning. This feedback reduces
her need for introspection and creates a good sense of equilibrium, enabling her to
tolerate a high level of dissonance in her statements.

Betty lacks sensitivity of cognitive feedback, and is not completely conscious of the
fact that her new knowledge, though refreshing, has not been accommodated but serves
as an additional way to enhance traditional learning ideas. For example: If the core idea
of the new approach maintains that personal learning and developmental processes form
a significant goal, and that subject matter contents merely provide a means for achieving
other goals, for Betty, the opposite is true the contents arc the principle and the use of
concepts, themes, dilemmas etc. are simply channels for learning subject matter.
According to Chinn and Brewer, while peripheral change is an advanced form of
response to new knowledge, it is still not the most desired response. In the case of
peripheral change, knowledge restructuring remains weak and quite shallow (Soter,
1995). The question to be asked here is: "Is there a way of maintaining the change
process so that it flows in the direction of a more profound internalization of new
conceptions and which, in turn leads to a radical degree restructuring’?. Radical change
requires reflective processes, a sense of dissatisfaction, to collaborate on a cognitive
basis and an ability to tolerate situations of disequilibrium. Betty is not at this stage and,
until she is, we can't expect her to undergo any radical degrec of knowledge
restructuring.
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Carol's change profile

Carol has been teaching for 24 years and typically teaches in third and fourth grades.
Her profile represents a reserved attitude toward the CTC. A minor change seem to have
occurred during the past two years, which may suggest that something is happening to
her. She is still mildly positive and still has the same feeling of familiarity with the new
approach, which may explain her low level of curiosity. Nevertheless, there is an
indication of an increase in her feeling of readiness to deal with, and try and understand,
the new curriculum approach. This seems consistent with the slight increase in curiosity.
She is clearly aware of the need for a radical conceptual change. This awareness helps to
explain her objection to the new curriculum approach. In general the profile seems to
represent a mild degree of reservation regarding the new approach, coupled with a
strong sense of awareness of this. Carol is conscious of the need for her conceptions to
change, and is aware of her own personal change and of her objection to the approach.
She has low degree of tolerance to dissonance (her statements are quite consistent) and a
growth in tolerance to disequilibrium (although the approach is new she feels more
ready to work with it), along with better clarity and a higher curiosity; she seems to have
changed a little, in spite of her reservations.

Carols' Voice

Carol's interview supported our interpretation of her conscious objection profile. At
this point in time she is resistant to changing her conceptions and theories: "At first I
could not bring myself to deal with the new approach. I needed time to listen, to become
acquainted ‘with it and understand it. To internalize itl can only act when I feel
confident about something. I was very much against it because you emphasized that it is
a flexible process and that the teacher can't.predict what it's going to be like in the
classroom That bothered me a lot. 1 was very frustrated because 1 used to work in an
open school and 1 always used to aim for excellence. Until now I fell I was very open in
my approach, and then suddenly I realized that I 'm considered to be very closed in my
educational approach. "

Although Carol clings to her old knowledge structures, she seems willing to reassess
them: “I decided I needed to work on myself because this approach had something
good to offer. I heard other teachers talking about the great things that were happening
in their classes, so I started getting interested myself 1 had alook at the learning
materials my colleagues were using and couldn't understood any of it. But once I saw
the whole picture, I began to understand. I realized that within this unstructured
paradigm there is some order and that everything leads to something new and that all
things are related "

We see from her interview that, as yet, no changes have occurred in Carol's
perception of the role of the teacher and the student: "In one meeting a teacher said she
sees a symmeltry between a child and a teacher, I don't. an adult, I need to decide what's
good for a child, We know what a child needs to learn,, and to acquire therefore the
choice is mine. I listen to kids and to the low achievers in particular because they are
special but it is difficult. "

Neither has Carol changed her perception of the educational process and the goals
leaming and instruction: Ican't even start to think of myself as a curriculum planner--1
am not there yet. I am willing to see that a child can take some par’ in planning a
curriculum, but only in a very minor role. "
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Carol keeps resorting to her own tried and tested, "safe" educational approaches: “I
am a very organized person and had problems with the vagueness of the new approach.
I need things to be organized. I hearing so many objections frontal lessons and I sense
that the new approach calls for a lot of class discussion which is frontal bud it can also
be very fruitful when discussion keeps developing and that is great it happens to me
when I teach a subject area. "

She relates to her peers, noting how frustrated she feels and how much help she
needs, mainly from peers whom she sees handling the new approach well: "Suddenly,
Jor the first time as an experienced teacher I faced an unknown situation, I had no
confidence at all. I felt needed to observe other teachers' classes, confident teachers. In
my classroom trials, with the help of a colleague, I found I was impressed with what the
kids could do, and how they blossomed, so | opened up as well. Its the chicken-egg
situation. ".

The data seem to show that Carol is fully aware of her own objections (mainly
caused by her self perception as an innovative and open minded teacher). The CTC
approach had mirrored back to her that she is "closed" to changes. Her explicit
objections are both cognitively and emotionally based. Only the success and enthusiasm
shown by other teachers motivated her to examine the new approach more closely, but
she was restrained by her lack of confidence. Although Carol did not achieve much with
her class, we feel this is a case for discussing delayed change, or incubation, due to
Carol's willingness to consider the new ideas and have a go at experimentation She is
aware that her students' difficulties reflect her own, and has begun express an
amazement at her students capacity to think deeply and generate good quality ideas.
Although she is willing to try working with a curriculum driven by concepts and themes,
she still does not believe that students ought to share in the curriculum planning process.
She looks to colleagues or experts for intensive training and support, indicating a willing
to experiment further.

Summary

If "A journey of a thousand miles begins with a small step" then Carol's step
represents a willingness to reassess her instructional practices. The profile representing
conscious objection to change is refereed to, in Chinn & Brewer's scheme, as abeyance.
Embedded in this prototype is a certain level of curiosity about the new area of
knowledge presented, and some kind of readiness to reexamine existing knowledge. We
see that this particular teacher takes conventional and safe routes, thus ensuring that
habitual norms remain intact. She is aware however that any acceptance of the new
approach will demand major conceptual and radical personal change. Such change is
likely to occur when the new knowledge area becomes clearer and when there is a
feeling that consensual social boundaries will not have to be crossed. According to
Chinn and Brewer, abeyance lies somewhere between ignoring new (anomalous) data
and mindfully accepting the data, namely the radical restructuring of knowledge. It can
be compared to perching on edge' - feeling more positive than negative about the new
knowledge arca in question - but experiencing a good deal of uncertainty, which
prevents the individual from "jumping into the water". Our question is: "What can be
done to encourage the teacher in this situation to develop further?"

A relatively high level of reflective processes, low tolerance to dissonance and a
capacity to tolerate disequilibrium - the three principle factors in the radical
restructuring process - have the potential to create a dynamic developmental process, if
accompanied by supportive social interactions. However, the fact that interactions with
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peers only (not with children or experts) are based on social and emotional grounds, and
not necessarily on any cognitive basis, may inhibit any significant step toward a radical
restructuring of knowledge. If we risk the prediction of a probable path of Carol's
development, we would hazard that such a process would first go through a peripheral
restructuring stage, that is, assimilating new knowledge into old, accepted and safe,
structures. Carol is an example which confirms Strike & Posner's proposition that when
epistemological beliefs arc deep and strong, a teacher or an individual is more likely to
assimilate new information than to accommodate it.

Diana's change profile

Diana typically teaches first to third grade classes, and has 16 years teaching
experience in Israel and the USA. Diana's profiles demonstrates no change in either her
knowledge or her attitudes. All of her responses indicate an absolute resistance to a
change. Although she is curious, feels ready and familiar with the CTC approach, she
also senses vagueness along with a low need for personal change. Her profile -
demonstrates that she does not believe there is a major conceptual change she has to go
through, only a minor one. In fact there are internal contradictions in her profile. For
example: her indication of being highly curious and simultaneously that she is highly
familiar with the approach. Also, the indication that she is familiar with the approach
and yet still finds it vague. Theoretically, it is expected that increased clarity would
follow an experience with the approach, and that personal change would follow.
Alternatively, a sense of vagueness would lead to an awareness that there is a need for a
deeper conceptual change.

Diana's profile represents a static situation which implies that the training and the
experiences had not affected her so far, probably due to the fact that Diana strongly
believes that there is nothing new for her to learn. There are no indications in her profile
of any reflective processés (no awareness of contradictory feelings or of a need to
change), no awareness of existing dissonance, and a strong, manifestation of equilibrium
(expressed feelings of familiarity, readiness and being positive, consistent with feelings
of a need for minor personal change and which block the perception of a need for more
drastic conceptual change).

Diana's Voice

Diana's interview indicates that she holds innovative concepts and ideas regarding,
educational issues: 'Once we knew what to expect, everything was written, it was easy.
Now we are on the alert. We have to go with the children. There is a need for more
flexibility. I don 't believe much in a curriculum because my perspective Is to relate to
the world. I think a teacher needs to sit with the children and plan the curriculum for the
year. We need criteria: we need to decide what's important for us what interest us may
be look at at existing and take take things from those program. Thinking is like a flying
bird flying in any direction and at different heights. "

Diana clings to her existing knowledge structures which are considered innovative in
her school: "L earning means knowing that there are unsettled things. That we don't
know it all. I don't try to provide solutions. Maybe my answers arc wrong too. One
should not hold students back. We need to give each child every opportunities to think in
every possible directions. We should evaluate children on their originality world
knowledge development in ability to ask questions increased curiosity transfer attention
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to others and consideration. In school we usually do not see the child as a whole we
only tend Jo know part of a child. Its only a superficial image of the child. "

Her perceptions of teachers' and students' roles haven't changed: "There are so many
ways of teaching. I go by my intuition. I see myself as a guide helping students. I always
worded this way thinking: "the kids would discover it" . A teacher is a guide A friend
and a policeman. Such a role is difficult because L have to solve all sorts of social
problems. I feel a bit like a policeman. It is important for me that every child has a
chance to state his or her opinion because otherwise some kids might get lost ".

Her instructional and learning goals are innovative as she noted: "We have to
incorporate daily events into the subject areas we need to show children that in life
there are different circles but all of them are interconnected. Parents and children need
to learn together".

According to her interview data, Diana performed in class in ways that are familiar
to her. Some of her approaches were innovative and unique: “I never answer a question
We write questions and we all answer them. I appreciate the questions more than the
answer I don't mind if they don't answer as long as they ask questions. I tell the kids that
we don't always find answers to question, all of them arc hypothetical I try hard to give
_interesting lessons When working on concepts had difficulties. The kids enjoyed it but I
did not really get into it. " )

This teacher also scems to interact with her environment on an emotional level: "I
am a lone wolf. I know that am different "creatures here in school and to have different
ideas is diffbecause I am considered a snob, But I believe in” what I do and I can't and
won't compromise. I enjoy learning and developing in my own way. I am afv-aid of others
because I feel I am different and I have a problem with this. "

Diana's Students' voice

Diana's students verified her statements in their responses to our question regarding
what they learned about their teacher: “She likes teaching in a different way to the way
other teachers are teaching. The way she teacher is fun I found out that my teacher likes
it when we do lots of different things: when we explore and check into thing. with her
only gives us the directions. She likes teaching us the way they teach in university ".

Diana represents a teacher who is certain that she operates in a highly innovative
way which suits her personality and therefore there is nothing for her to learn from
others. Thus, she blocks any potential change It is possible that she overgeneralized the
similarity between the approach she already uses and the CTC approach, which might
explain her inability to see the differences between the two. Her perceptions regarding
learning generally fit in with the constructivistic approach. She is open towards her
students, she respects and values them. She places great emphasis on incorporating real
life (relevant) issues into her curricular considerations. However, she lacks an
understanding of the rationale behind the transdisciplinary approach which use "major
ideas”, themes or concepts as the basis of the curriculum.

Summary

The unconscious resistant type - Diana - is characterized by a stable knowledge
structure profile. She is convinced that she already knows the kind of approach used by
CTC. She did not realize the similarities and the differences between her existing
knowledge structures and those implicit in the new approach. To use Chinn & Brewer's
(1993) terminology, she either reinterprets the new approach and persists in her old
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knowledge structures, or else dismisses the data as if it does not concern her. A "lone
wolf, who finds difficulty in cooperating with others, she is radical in her thinking and
actions, and manifests a strong will to go for the extreme, as long as it is her, unique and
innovative ideas.

Her enthusiasm over unconventional approaches and her motivation to act upon
them, bring her close to a style reminiscent of radical change: she is creative, intelligent,
she cares about things, isn't afraid to break the rules and is very lonely at school, mainly
because she likes work according to her personal beliefs. She has a strong personal
vision - one of the four characteristics Fullan (1993) mentions as prerequisites for
change. However, we should differentiate between radical restructuring of knowledge
and a radical way of acting with no signs of knowledge restructuring. While the former
(radical restructuring) involves a change in perceptions and actions which goes hand in
hand with cognitive and social interactions with others, a radical way of acting gives rise
to a sense of great loneliness. Indeed, Diana indicates a high level of emotional
involvement with her students and no interactions with experts or peers. Moreover, she
explicitly mentions that school is not a place for her to learn, the university is.

It is likely that if Diana would have realized the differences between the two
approaches (her personal approach and CTC), a change could have occur for her. For a
change to occur she needs to reflect upon her perceptions and actions which also
requires a sense dissatisfaction with what exists (Strike & Posner, 1982) and
engagements in meaningful interactions with others (Vygotsky, 1978). Inquiry
according to Pasacale (1990) is the" engine of vitality and self-renewal”. Since these
characteristics are lacking in Diana's prototype, at least at this point in time, she is
trapped in a viscous circle. We view her profile as being the most problematic, and even
dangerous, in terms of the process of knowledge restructuring. This is because Diana is
not aware of the fact that she is reinterpreting the new knowledge, she tends to resist to
change, and also, and most disturbing, because she does not see herself a learner in her
own school. '

Discussion

Our study aimed to explore the cognitive change processes of four teachers
following two years of experience with a new approach to curriculum, learning and
instruction. One of the most interesting results of this study is the manifestation of the
unique and idiosyncratic processes experienced by each teacher. In this respect our
results provide support for Soter's (1995) conclusion that even in the most advanced
group-based team oriented teacher training, every single teacher goes through a unique
and a personal process. This is a process of knowledge restructuring involving both the
assimilation and accommodation of old and familiar knowledge. As such, teachers'
learning is no different from children’s' learning.

Our results support constructivist concepts regarding learning, and suggests that
knowledge is not simply transmitted from expert to novice, but it is a personal process
of growth that builds from within. Such a process involves a variety of factors--personal,
social; and cultural-- that are interconnected in a complex network which is not always
predictable. Even though this does not represent new idea, our results strongly support
the fact that the use of "knowledge transmission" methods is irrelevant, although they
might still be quite popular in school instruction and teachers' training programs. Thus,
the real name of the game is learning, rather than instruction. Allowing learning happen
is the desired goal. This is the process professional and artistic teachers should aimed at
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for their students and for themselves. It is also the process that teacher trainers should
strive for their students.

The profiles of two teachers- Ann and Diana-- both of whom are considered
innovative in their teaching, reflect significant differences in their perception of
learning. Ann and Diana are both very independent teachers, unconventional, and
unafraid to cross the lines and acting on their own beliefs. This superficial resemblance
between the two, may mislead others: colleagues, parents, principal, students and
sometimes even experts. There is a need for a professional and experienced eye, and a
thorough and sensitive analysis in order to see the differences between the two. In this
rescarch we managed to expose the qualitatively vast differences between the two.
Almost amazingly Diana's profile shows "zero learning" while in Ann's case there is a
significant and complex learning process. That is, one teacher does not learn and in fact
differentiates between her instructional role (at school) and being a learner (at the
university), whereas for Ann instruction is in itself learning process.

Our study does not support Soter's claims that the principal and colleagues represent
the most influential factors in teachers' learning. We found in this study, that different
teachers prefer different kinds of interaction with others. To examine how these
interactions affect the knowledge restructuring process, we suggested to examine two
dimensions: the teacher's preference for interaction, and the kinds of interactions that are
established. Our results demonstrate that the teacher's interactions which contributed
most significantly to the learning process were those between the experts and the
children. In that regard, the teacher may be regarded as being one side of a triangle
whose learning is affected by the new knowledge which the expert represents on the one
hand, and by students' authentic learning processes, on the other. The teacher who
radically restructured her knowledge indicated that these two sources were most
significant for her. One possible explanation for this could be that a teacher who applies
constructive-based principles of learning and instruction is more attentive and sensitive
to internal leamning processes, both her own and that of her students. She looks for
challenging stimuli and resources and takes advantages of the opportunitithey provide.
As long as children and experts satisfy her needs, she does not feel a need for interaction
with her peers. If we try to rank the quality of the restructuring process based on the
teachers interactions, we can say that at the apex stands the teacher who appreciates and
maintains interactions mainly with experts and children, at the middle, are those teachers
who maintain interactions with peers, parents and the principal, and finally, atthe
bottom, are those who had very few interactions, if any.

We also found that differences exist in the quality of these interactions. The data
reveals three different finds of interactions: cognitive-based, socially-based and
emotionally-based. The kinds of interactions that characterized the teacher who had
radically restructured her knowledge were both intellectual and social. The
cognitive-intellectual aspect seems to be a necessary condition for a significant
restructuring process, although may not be a sufficient condition. The combination of a
socially—based interaction occurring between the teacher, parents, peers and principal
was apparent in teachers located between the peripheral restructuring and the abeyance
types. Interestingly, an emotionally-based interaction mainly with children characterizes
the teacher who had not undergone a knowledge restructuring process and who we
classed as the unconscious resistant type.

Our research seems to suggest that two important factors affect teachers' learning in
the context of a new curriculum approach: 1) teachers' degree of awareness to their
learning processes, including reflective processes and tolerance to dissonance and
disequillirium; and b) the ability to interact with both experts and children on a
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cognitive, social and emotional basis. These conclusions are aligned with vhat learning
theorists and organizational theorists have taught us regarding conditions of meaningful
learing People learn best through active involvement and through thinking about and
becoming articulated about, what they have learned (Dewey, 1933, Schon, 1987,
Lieberman, 1995). Teachers' knowledge emerges from their actions and their reflections
concerning those actions.

It is worth mentioning here that our research provides a picture of four teachers
undergoing, a new learing experience, a process which began two years ago and not yet
finished We arc aware that unexpected developments may occur since our data, although
rich and varied, do not capture hidden processes that are not yet evident. We are
therefore prepared to continue studying this interesting process, in the belief that the
processes we can expect to face in the future, will enrich not only teachers' and the
childrens' learning, but our own learning as well.
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VALUING THEORIES OF ACTION THROUGH CASE
RESEARCH METHODS AND THE
EXPERIENTIAL LEARNING PROCESS

Violet Marie Malone, Ph.D.
Western Washington University
USA

BACKGROUND

School reform continies to be a global issue. Most nations are involved in the
process of determining ways to strengthen the capabilities of people to cope with the
dynamics of change. The changes created by the growth of technology to govern daily
activities continues to push the need for a more literate society to higher levels.

Educational leaders are forced to identify ways to reform the academic System to
meet the ‘challenges of a rapid growth in the production and utilization of knowledge.
Those educational systems which do not adapt to change and continue to see change as a
constant will be unable to compete in a society that has adopted change as a "way of
life".

The development of teachers in present educational systems is based on sound
theories of practice that have been found to be valuable I setting standards of quality.
These theories of professional practice are based on criteria such as "generality,
relevance, consistency, completeness, testability, centrality and simplicity...theories are
vehicles for explanation, prediction or control" (Argyris, 1990). Theories with these
criteria may be described as Espoused Theories.

Espoused Theories work well as long as the variables remain nearly the same in
similar situations. if the variables would change and the user has learned to respond to
the unchanged variables, how is the learner to behave in a situation that is now unique,
incongruent with prevailing practice and at odds with current values? The new situation
requires the learner to put a new theory of action into place, one that has not been tested
but one developed from "experiences in thinking of options." This behavior, if adopted,
may or may not solve the dilemma. However, during a period of reflection, the learner is
able to assess the situation for future use. With some testing of the Theory in Action,
this could become an Espoused Theory.

Present day school reforin plans are designed to focus on changes based on Espoused
Theories and those elements, which can be controlled by internal forces. These elements
include learners teachers, administrators, ancillary staff and, to some extent, advisory
and policy boards/committees as well as physical and fiscal resources. The Espoused
Theories which allow administrative leaders to select controllable elements are used as
part of school reform with little consideration given to the fact that the dynamics of the
school environment requires practices that are derived from Theories of Action.

In general, educators who become competent in developing options for action are
more likely to be able to adapt to the rapid changes in the classroom.
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CURRENT STATE OF AFFAIRS

In this paper, the element which is described as the focus of change is the teacher
during the pre-service and in-service period. Attention is paid to his or her ability to
develop a "bag of options" which can be utilized when a Theory of Action is required.

Men and women who enter the teaching field are selected for their ability to be a
change agent in the lives of the children and adults with whom they will interact. These
men and women are provided with a strong academic background of course work during
their pre-service period along with an opportunity to "observe the mater teacher and
practice teaching in a classroom under the supervision of a master”. The process is very
well structured so that standards of practice can be measured in a manner which yields
valid and reliable data for comparison purposes. The premise is that if teachers are well
educated and have good pre-service and in-service training, students are more likely to
learn at or above grade level, given that all other controllable elements remain stable.

Another premise is that a practice teacher who observes a master teacher who
models good behavior will be able to use that modeled behavior to handle a similar
situation in a new classroom. The truth is that an uncontrollable factor exists in the
process and that is the culture of the teacher-to-be and the culture of the master teacher
as well as the learners within a given classroom situation. The extent to which the
practice teacher or in-service teacher is able to understand the cultural factors in which a
given behavior is being considered in the situation by the master teacher is the degree to
which such teachers are able to transfer elements of the modeled behavior to their own
classrooms.

Currently, practice teachers observe the behavior and they may spend some time in
“reflection” with the master teacher. This is a time consuming process. Few teachers are
able to allocate "time for reflection” for themselves and even less time for the practice
teacher.

DESIRED STATE OF AFFAIRS

A desired state of affairs is one in which all teachers are assisted to develop skills in
building options for practice. Case research studies might be used along with
simulations to determine the options for selecting a behavior to practice in a given
situation. All such cases and simulations would include a clear description of cultural
factors which need to be considered before a behavior is exhibited. This training would
occur in what is known as the practice teaching coursed and would be part of the
reflection period in any observations and demonstration teaching sessions. This desired
state of affairs would call for a reform in the practice teaching and demonstration
courses as well as in the in-service workshops. Interactive learning would be used as a
process as much as the discussion of getting. The process would be case research
development, case presentation with out " questions to be answered at the end of the
case", demonstration of options and practice of the various options with a period of
reflection. The emphasis is on taking theory into practice. It is to develop competencies
to practice not "a" way but many ways.

PLAN OF ACTION
The following plan of action was developed to test the possibility of creating a

learning environment for adults as educators in which "really situations in professional
practice”" could be utilized to create a "bag of options" from which teachers as learners
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could explore the creation of Theories of Action. The plan includes the use of case
research studies and an experiential learning process.

DESIGNING CASE RESEARCH STUDIES

Case studies have been found to be a valuable tool in the teaching of men and
women entering into a professional field of practice. The case provides a scenario of
narrative data in which a problem is to be resolved by the reader. At the end of the case,
a series of questions are listed which encourages the learners to think of ways to resolve -
the problem. They are often asked first to identify the problem. Case studies will usually
generate more data than is able to be processed at any one period of time. Learners end
up with a "right solution". Everyone feels good because have been able to solve the "x"
in the equation. The concern is to what extent are the learners able to take this "solution”
into the field and practice it? Therefore, the case research studies proposed in this plan
differs from the above one in its purpose and presentation style.

The purpose of the case research study is to provide learners with a dilemma in
which various options might be suggested as a way to resolve the dilemma. There is no
right solution but there are "better" choices and a linear list of possible situations are
developed if variables change at any time.

The learner is engaged in a critical thinking process that strengthens one's ability to
look at a broader range of experiences in any given situation. The practice of this
behavior in role plays and simulatassists the learners to create a "bag of options” that
may be used and modified as needed. Learners who do the research to develop real cases
become better at the development of options and they learn to be aware of value-laden
data and bias information. They learn to "see" multiple-dilemmas and to sort out the
ones which are useful for the present situation.

Case research studies may be used to clarify issues related to subject matter as well
as to the teaching process. One instructor used the case research study to introduce
learners to the understanding of .squares. He gave them a picture with 16 squares in a
square, then he put 16 squares on the table of the students who were in groups of 5. He
gave the case of a company needing to know why they had received so many extra
boxes (squares) over 100 in the office last month. the manager had given a team of 5
employees the task of ordering the boxes, acting out the role of the manager, the teacher
told students to tell him "how many squares does the team see? The learners said
numbers from 16 to 30. The teacher saw the dilemma and the students discussed the
options. The numbers varied depending on the perspective of the team and how they saw
themselves as a team. The option could have been as high as infinity.

In the case research study, there are no questions to guide the learner towards
discussion at the end of the scenario. At this point, the instructor begins to facilitate the
process of "drawing out” the options by utilizing an Experiential leamning Process
(Pffeffier and Jones, 1993).

IMPLEMENTING AN EXPERIENTIAL LEARNING PROCESS (ELP)

The ELP (Pffeffier, 1990) is an instruction strategy utilized in the training and
development of adults in business and industry. It is used in public and private
educational systems, also. the use as describe in this paper is one adopted by the author
for demonstration and practice by professional practitioners in a graduate degree
program in adult education (Malone, 1996).
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The ELP has five components. They include:

The Experience - This is where the case study is introduced. However, the
experience be a role play or simulation and it some eases it might be a well delivered
lecture

Publishing - This is a time following the experience (ease study) that the instructor,
facilitator, leader or guide asks questions to clarify the information received by the
learners to determine what issues appeared to be important and to what extent do the
learners see points not seem by others. The facilitator might begin by saying "Tell me,
what is in your mind about this experience." The response provide a based for
discussing the meaning of the different issues in the case.

Sharing - a process for gathering data about the ease to pull out as many options for
handling the multiple dilemmas. This component takes time and should not be rushed.

Generalizing - This is a component in which learners are invited to determine
implications for a variety of situations with various cultural changes. A questions might
be raised: "how would you see this situation changing or remaining the same if the
students were older, in a large city, of two different tribes, if the teacher were younger
etc."

Applying - The application component may lead into role playing or simulation to
demonstrated how this information might be used in the home situation. This is an
extremely important component for demonstration and practice. For example, in a
workshop with senior educators who were expected to introduce a practice to local
learners, the educational specialist taught the process to the participants and they
practiced the process in front of the specialist so he know they could perform the task.
Six weeks late they returned to the workshop with tales of failure. The participants had
taught the lesson to the local people as it had been taught to them but they failed to
practice teaching it in front of the specialist as they would at the local level. They failed
to translate the lesson for local use. The Application is not for the specialist but for all to
see how the practice might be demonstrated at the level of the end-user.

The Application can easily become the next "experience” in the ELP.

Summary

School reform will continue to be a process of challenge and change. Leaders of
educational reform will charge with the task of re-building school programs that take
into consideration a holistic approach to school reform. In fact some leaders have said
that changing various internal and external elements of the system may not be the
answer. They have stated that nothing short of a re-building of the educational system
will do the job of developing and maintaining a literate citizenry. This latter view
suggests that the elements of the system will need to change in a synergistic way. Even
though this paper has had a focus on the teacher as an element of change, the author
shares the view with others that a holistic approach to change is necessary,.

The major premise of this paper is one which states that pre-service and in-service
education of teachers should be developed as an interactive process. This process
provides an opportunity for teachers to build a "bag of behavior options" which might be
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used when the variables in a situation change. Such teachers would be able to act in
appropriate ways to situation, which occur that are unique, incongruent and at odds with
current values of professional practice. Espoused theories that depend on behaviors that
are predictable and tested will not serve the practitioner in a dynamic leamning
environment. Theories of Action may better serve the practitioner. Theories of Action
can be taught through the use of case research studies, simulations and an experiential
learning process. These are risk-taking experiences but they could lead to an element of
school reform that meets the challenges of a changing society.
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INTRODUCTION

A well-functioning democratic society requires that citizens identity with freedom,
justice, equality, rule of l